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Reflection is indispensable for teachers in their daily routine work and decision 
making process. The purpose of this study was to investigate whether student-
teachers are able to demonstrate evidence of reflection in different areas of 
educational issues and what the levels of reflection ofthe student-teachers are. 
A qualitative methodology using reflective writing as instrument was employed. 
Eighty-six student-teachers from the Chinese University of Hong Kong were invited 
to participate in this study. They were asked to write responses on six reflective 
questions in three areas of educational issues: controversial educational issues, 
learning and teaching experiences, and planning. The reflective writings were rated 
for assigning leveis of reflection according to an extended scheme from Hatton and 
Smith (1995) by two raters. The inter-reliability coefficient of the two raters was 
0.8997. For the coding of the reflective writings, 24.0% was on level one (technical 
reflection), 60.4% was on level two (descriptive reflection), 14.6% was on level three 
(dialogic reflection)，and 1.0% was on level four (critical reflection). 
The general contents of the reflective writings of each question were discussed. 
The common standpoints, trends, or concerns were drawn. The reasoning from 
different perspectives on the controversial issues, different factors affecting their 
learning and teaching experiences, and the common aspects to their preparation in 
planning were identified. Excerpts from the writings were quoted as examples to 
show evidence for different levels of reflection. The common wordings used by the 
student-teachers, the ways they tackled different questions, and the common 
phenomenon found in their response were noted. 
The study concludes that the student-teachers demonstrate evidence of reflection 
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Chapter 1 Introduction 
« 
4 
1.1 Background of the study 
Over the past decade, the need for promoting reflection in prospective teachers was 
voiced out by many teacher educators (e.g. Richardson, 1990; Schon, 1983; Valli， 
1992). Indeed, critical reflection was identified as a primary goal of numerous 
teacher preparation programs in Europe (e.g. Pilar Ruiz De Gauna et al., 1995), 
Noith America (Ross, 1989; Vogt and Au, 1994), as well as Australia (Hatton and 
Smith, 1994; McLaughlin and Hannifin, 1994). In Hong Kong, the issue of 
refiective teaching also attracted much attention (Yeung, 1996; Lee and Wong, 1995, 
1996; Pang, 1991; Siu, 1992). 
Historically speaking, the notion of reflective teaching was around for a long time. 
Dewey (1904, 1933) called for more consideration to teachers' personal experiences 
was essentially a plea for developing a system to promote teachers' reflections on 
teaching. He suggested three basic components of cultivating reflective thinking: 
open-mindedness, whole-heartedness and responsibility. Schon (1983)，another 
influential educator, discussed 'reflective practitioners' in different professions and 
contended that professional practice is a constant process of anaiysis, action, 
evaluation, and modification. He pointed out that teachers must learn how to frame 
and reframe their world of work in response to puzzling or surprising events of 
practice, evaluate different interpretations, and make subsequent modifications in 
practice. 
Within the educational context ofHong Kong, Siu (1992) deemed that the training of 
teachers' critical thinking was the weakest ring in current teacher education programs. 
He suggested that apart from the improvement of the quality of the classroom 
teaching and teachers' metacognition，reflection was one critical component to the 
success ofteacher education programs. According to Siu, "when teachers were able 
«- -
to be more conscious their teaching methods, able to reconstruct the curriculum and 





behaviors, problem solving techniques as well as develop a new teaching method in 
« 
Hong Kong，，(p. 14). Up tq now, there are only a few studies on reflective teaching 
in Hong Kong. For example, Pang et al. (1995) studied the effectiveness of 
collegial support through' peer interaction and observation in development and 
promoting reflective skills. Li (1995) examined student teachers' reflection through 
the analysis of journal writing on their concerns during teaching practice. Lee and 
Wong (1995, 1996) investigated student teachers' perceptions of teaching and 
learning before and after a two-week teaching practice. Also, Yeung (1996) 
reported a case study on teacher's reflection on student-teachers. While research 
on teachers' reflection and reflective teaching is gaining momentum in the field of 
Education in Hong Kong, the researcher attempted to join the team by studying the 
current reflection of a group of student-teachers using writing as the means of 
investigation. 
V* 产 
1.2 Purpose and significance of the study 
Teaching is a complex process affected by many factors; teacher's personality, 
formative experiences, training experiences or variables other than his own such as 
properties of pupils and school climate (Clark and Peterson, 1986; Dunkin and 
Biddle, 1974; Shulman, 1986). In the past, teacher training emphasized the learning 
of skills and techniques. Student-teachers learned how to plan a lesson, how to 
convey a good lesson in classroom and theories that could achieve favorable learning 
of pupils. They learned it by mechanical practice in order to master the skills in 
teaching. Nowadays, in western countries such as U.S.A. and Australia, teacher 
education programs have been revised under the reflective approach of teaching 
(Ross, 1993; Zeichner and Liston, 1996). In Hong Kong, educators started to be 
aware of the missing link between theories and practice in teacher training (Siu, 
1992). The fostering of teachers, reflection offers a practicable solution to this. 
Written words served as a window to open one's hinder self. Reflective writing 
involves the integration of knowledge and feelings, experience, reflection and 
analysis. Using reflective writing as a measurement tool for examination of 
2 
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reflection process is common. Hoover (1994) explored student-teachers' thought 
« 
processes through their writings. Wilson (1995) reported that reflective writing 
challenged student4eachers' values and attitudes. Many studies developed their 
own but similar frameworks for finding evidence of reflection in writings of student-
teachers (Hatton and Smith, 1992; Spark-Langer et al., 1990; and Zeichner and 
Liston, 1987). The results on their investigations provided support for the present 
study. In this study, reflective writing was employed to reveal the cognitive and 
affective responses of student-teachers to learning and teaching. Reflective 
questions were carefully designed to allow student-teachers to show different 
elements of reflection as well as their level of reflection. 
Teachers with different levels of reflection behaved differently in their routine work 
and decision making process. Identification of levels of reflection of student-
teachers provided good information for developing their reflective power in teaching 
which in turn would enable them to evaluate what and how they teach with sound 
� educational theories. The present ^udy was based on Hatton and Smith's (1995) 
work on reflection. They developed criteria for the recognition of evidence for 
different types of writing. They also made use of the identified writing types to 
construct a framework on level of reflection related to teachers' concerns. In this 
study, the framework was employed to investigate the levels of reflection in a group 
of student-teachers at the Chinese University of Hong Kong through the 
identification of different types of reflective writings. Through identifying different 
levels of reflection among student-teachers, suggestions could be given to develop 
reflective teaching training courses in the future. 
‘-
1.3 Research questions 
1. Are student-teachers able to demonstrate evidence of reflection in different areas 
of educational issues? 








Today, the term reflection is often emphasized in the teaching profession but the 
notion of reflection is seldom clarified Q^offke and Brennan, 1988; Bengtsson, 1995). 
The meaning of the term is pluralistic (Calderhead, 1989; Gore, 1987; Noffke and 
Brennan, 1988) and its nature is complex (Calderhead and Gates, 1993). Its 
implications for the teaching profession and teacher education may also be different in 
different contexts. In this section, the definitions and conceptualizations of reflection 
offered by two prominent educators will first be reviewed, with an attempt to identify 
the key components of reflection. Second, the main categories on the levels of 
reflection proposed by different teacher educators will be reviewed in order to find 
out a suitable framework for identifying levels of reflection for the present study. 
Finally, using reflective writing as an instrument in finding the evidence of reflection 
will be discussed. 
V 
2.1 Conceptualization of reflection 
Broadly speaking, reflection is a "process of deliberately thinking on significant 
events of experience" (Freire, 1973). It is a general process in human's cognition，but 
it is not a usual habit as people work. It is also regarded as a “specialized form of 
thinking that is stimulated by surprises or puzzles" (Grimmett, 1988). Obviously，it 
implies that some triggering factors are present for reflection to occur. Dewey 
(1933)，as one of the pioneers of introducing the concept of reflection, addressed 
some of the triggering factors. He suggested that reflection is a special form of 
problem solving, thinking to resolve an issue which involved active chaining, a careful 
ordering ofideas linking each with its predecessors (Dewey, 1933). 
Dewey identified reflection as a specialized form ofthinking which is different from 
concepts derived from tradition or authority. Reflection should be an active and 
purposeful behavior. It is responding to a need of solving problems. The process of 
reflection follows a set of rational procedures step by step. He suggested that it is 
4 
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something which happens in thinking. 
« 
• 
2.1.1 Reflection as reflective thinking 
Reflective thinking is "the kind of thinking that consists in turning a subject over in 
the mind and giving it serious and consecutive consideration" (Dewey, 1933, p.3). 
Dewey distinguished reflective thinking from other kinds of operations to which most 
people apply the name of thought. He explained reflective thinking involved a state 
of doubt in which thinking originates and an act of searching to find material that will 
resolve the doubt, settle and dispose of the perplexity. He suggested three basic 
concepts in reflective thinking: open-mindedness, whole-heartedness and 
responsibility. 
2.1.1.1 Reflection with attitude of open-mindedness 
Open-mindedness implies a state of mind which is free from prejudice; it opens one's 
mind and makes it willing to consider new problems and entertain new ideas. For an 
open-minded person, there is “an active desire to listen to more sides than one; to 
give heed to facts from whatever source they come, to give full attention to 
alternative possibilities; to recognize the possibilities of error even in the beliefs that 
are dearest to us" (Dewey, 1933, p.30). Reflective teachers are open-minded persons 
who examine taken-for-granted rationales continuously and try hard to find out any 
conflicting evidence so as to seek for the best possibility. They are willing to listen to 
opposing points of views. Reflective teachers will not hold only one perspective. 
They also accept different viewpoints of looking at students, learning and schooling. 
They can accept strengths and limitation of others and other perspectives. 
2.1.1.2 Reflection with attitude of whole-heartedf iess 
Whole-heartedness is the attitude in contrast to obeying orders or following rules to 
fulfil certain requirements. Teachers with whole-heartedness examine their own 
5 
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beliefs and assumptions regularly so as to renew their understanding. They shpw 
« 
alertness to all situations that may impact their students and pay effort to identify 
situations from different perspectives. 
2.1.1.3 Reflection with attitude of responsibility 
Responsibility refers to the consideration of the consequences of a projected step. It 
implies that one should be willing to accept the consequences of one's decision. 
Responsibility also implies carrying something through to completion, to its end or 
conclusion. Reflective teachers show attitude of responsibility on the effects of one's 
teaching on pupils including their self concepts, intellectual development as well as 
social and political consequences to pupils' life change. Responsible teachers also 
show reflection about the unexpected outcomes of teaching that may occur. They 
will not just be concerned about their own objectives but will involve themselves in a 
broader goal for the whole. 
Dewey considered reflective thinking as an aim of education, since “it enables us to 
know what we are about when we act. It converts action that is merely appetitive, 
blind, and impulsive into intelligent action" (van Manen, 1995，p.33). 
2,1.2 Reflection as reflective practice 
SchQn (1983, 1987) is another prominent educator. He captured the concept of 
reflection in the behavior of professional practitioners. He considered that reflection 
is bound up with action based on the tacit knowing-in-action from practitioners. He 
stressed the importance of reflective practitioners such as teachers in framing and 
reframing problems as they gained from the setting in which they work. In Schon's 
(1983)word, 
A practitioner's reflection can serve as a corrective to over-learning. 
Through reflection, he can surface and criticize the tacit 
understandings that have grown up around the repetitive experiences 
6 
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of a specialized practice, and can make new sense of the situations of 
4 
uncertainty or uniqueness which he may allow himself to experience. 
(p.61) . 
Whether reflection is limited to thought process about action or is bound up in action 
is still a problem to resolve (Hatton and Smith, 1995). However, both educators 
shared the same understanding on the origin of reflection: a sense of puzzling which 
initiates a new way of looking at a problem. In addition, they highlighted that the 
stepping back action to examine one's past experience was an important component 
in the process of reflection. 
2.1.3 Process of reflection 
By understanding the process of reflection, one can identify whether reflection has 
occurred in one's thought or action. 
2.1.1.1 Reflection occurred in doubt and perplexity 
According to Dewey (1933), reflection is a specialized form of thinking that arose 
from doubt and perplexity leading to purposeful inquiry and problem resolution. 
Demand for the solution of such perplexity guided the reflection process. For a 
reflective person, the condition of perplexity evokes further inquity. One will not be 
satisfied by making a conclusion. One may show enduring search to provide a 
tentative resolution of trustworthiness. During the process of searching, one testifies 
inferences by mental elaboration and overt action. One draws on memory to look 
- ' . 
back and examine past events and experience. Reflection is "operating in the 
direction of powers to the better living oflife" (Dewey, 1933, p.64). 
2.1.3.2 Reflection occurred in stepping hack to analyze one ’s experience 
Dewey (1933) highlighted the importance of analyzing one's experience in reflection. 
This is a stepping back behavior that could occur either in the midst of the action or 
7 
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after the action is completed. This stepping back leads to deliberate thought for. one 
« 
discriminate the right from the wrong. Schon (1983) shared the same idea as Dewey 
in discussing the role of experience in the process of reflection. Schon suggested that 
professional practitioners often think about what they are doing, sometimes even 
while doing it. They may turn their thought back on action and on the knowing which 
is implicit in action. They asked themselves questions to understand and clarify what 
they thought as well as evaluate their actions. When one tries to make sense of the 
event, one also reflects on the understandings that he surfaces, criticizes, restructures, 
and embodies in further action. 
2.1.3.3 Reflection occurred in reconstructing om，s experience through problem 
setting and problem solving 
Schon (1983) introduced a recursive process of reflection that involves stages of 
framing (referred to appreciation by Schon), action, and reframing (referred to 
reappreciation by Schon). When teachers engaged in the process of framing and 
reframing, they interpreted their situation on the basis of their experiences in trying to 
change it. Through such process，they could look at their experiences from a new 
perspective. This process of reconstructing experience through reflection involves 
problem setting as well as problem solving. Problems must be constructed from the 
materials of problematic situations that are puzzling, troubling, and uncertain. A 
problem is set according to the contexts in which teachers will attend to. 
In summary, Dewey suggested a thinking and problem-centered view of reflection. 
Schon provided a view of reflection that emphasized the framing and reframing of 
problems, which transforms into a new way of viewing a situation or experience. 
There were some other suggestions that reflection may consist of concepts from a 
combination of the two. Noffke and Brennan (1988) suggested reflection that 
constituted thinking as part of wider reflective action. Thus, as suggested by Hatton 
and Smith (1992, p.l), “ What constitutes evidence for reflection? is inherently linked 
to the definition of reflection employed in any research of reflection and the 





2.1.4 What constitutes the evidence of reflection 
• 
Teachers' appreciation system refers to the "repertories of values, knowledge, 
theories, and practices that teachers bring to the experience.” (Zeichner and Liston, 
1996, p.l6) It helps teachers structure their work and interpret externally generated 
theories and ideas. It is an inevitable fact that teachers do have their own beliefs, 
assumptions, values, knowledge, and experiences that are relevant to their teaching 
practice. Moreover, teachers' appreciation system is continually formulated and re-
examined when teachers engage in a process of reflection on that action. Haudal and 
Lauvas (1987) interpreted teachers' appreciation system as teachers' practical theory 
which was expressed in three different components: personal experience, transmitted 
knowledge, and core values. They explained that 
‘Practical theory’ refers to a person's private, integrated but ever-
changing system ofknowledge, experience and values which is relevant to 
teaching practice at any particular time ... Every teacher possesses a 
'practical theory，of teaching which is subjectively the strongest 
determining factor in her educational practice, (p.9) 
These three components direct teachers' educational practice in different weighting. 
The following sections elaborated how evidence could be found in each component. 
2.1.4.1 Evidence found in teachers，core values: 
广. 
Haudal and Lauvas (1987) suggested that the own values, or ideas of what is good 
and bad in education are strong determining elements in our practical theory. They 
explained that 
The values in question may be of a more general ethical or philosophical 
nature concerning the ‘good life’ (for instance, that a meaningful life is 
preferred to an abundant life), they may be political values (like ideas 
about democracy, the distribution of values, freedom and the power of 
9 
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influence) or they may be more directly related to education (like equality . 
• 
of educational opportunity, the right to receive teaching in accordance 
with one's cuJture, and so on). (p.l2) 
Teachers' values may be broadly referred to philosophical or ethical value of "good 
life", political values of democracy and freedom, educational values of equality in 
learning opportunity, or in a narrower sense of concerns in classroom. Teachers may 
have a child-centered belief. They concern themselves with the well-being and 
interests of the children most. Teacher may grow with a mission of transmission of 
knowledge. They may put great emphasis on the content, the knowledge, and the 
skills, that children are supposed to learn. Some teachers may agree with elite class 
policy when they emphasize on children's academic achievement. Others focusing on 
children's growth and development may prefer mix-ability classes. Teachers' values 
affect on how they interpret and react to their experiences and how they look at and 
examine transmitted knowledge. The result will possibly affect the mode of their 
teaching and the way they interact with children and colleagues. Putting student-
teachers to confront with issues to reveal their values can allow one to give reasons 
for their choice. According to Haudal and Lauvas's (1987, p.l2) comment: "we 
[teachers] sort out, delete and integrate, interpret and distort received impressions on 
the basis of what we [teachers] hold to be good and right". 
2.1.4.2 Evidence found in teachers，personal experiences: 
Personal experience referred to one's various life experiences including past personal 
experience as well as teaching experience. In fact, how one interprets and receives 
information is dependent on one's prior experiences very much. It will affect and 
shape how one approaches and construes one's teaching. Haudal and Lauvas (1987) 
explained the learning from personal experiences and said that 
The quality of the experience we get out of a teaching/learning practice 
varies considerably. It may add much or add little to our personal 
practical theory. If what happens in the actual teaching practice is 




people's experience and knowledge, there is good reason to believe that 
• 
the understanding added to the practical theory will be richer than if the 
practice is only experienced and not explicitly reflected upon. (p.lO) 
However, some experiences provide harmful effect to the education of teachers. As 
Zeichner and Liston (1996, p.25) commented that teachers' personal experiences are 
"frequently the ‘stuff to which we refer when we think about how we want to teach". 
Teachers' experience may provide a limited scope of reflection to them. Dewey 
(1938, cited in Zeichner and Liston, 1996) also pointed out that experience arresting 
or distorting the growth of further experience was not educative to teachers. To 
examine the past experience of student-teachers is a way to search for evidence of 
reflection in them. It is expressed explicitly from Zeichner and Liston (1996): 
The experiences we have before we enter teacher education programs, 
those encountered within programs, and our subsequent work 
experiences as teachers provide a background of episodes and events 
that inform who we are and how we will think, feel, and plan as 
teachers. The degree to which we think about those experiences and 
the degree to which those experiences frame further events and enable 
us to continue to grow as thoughtful teachers constitutes, in part，our 
reflective understanding, (p.27) 
2.1.4.3 Evidence found in teachers，transmitted knowledge: 
Transmitted knowledge refers to knowledge and understanding teachers acquired 
from others through various daily activities. It also includes concepts，categories, 
theories, and commonly held beliefs, that are transmitted from the surrounding living 
world. Haudal and Lauvas (1987) suggested that other people's experiences and 
knowledge could be used as material to build up one's practical theory. They 
explained that 
The visiting teacher who comes to our staff meeting to describe his way 
ofteaching a particular subject or topic, the course-book put together by 
11 
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experienced authors, the research report from an educational development . 
• 
programme, the ideas about ways of dealing with pupils who have 
learning difficulties communicated by a colleague over a cup of tea in the 
senior common room - all these are sources upon which we draw to 
expand and ‘fortify，our ‘theory，, (p.l l) 
Teachers may receive knowledge as rules, as evidence for particular practice, or as 
stimulation for the re-examination of teachers' basic assumptions (Fenstermacher, 
1980, cited in Zeichner and Liston, 1996). For those who treat the transmitted 
knowledge as prescriptions or rules for practice, their freedom to think and act will 
be restricted. Those who make use of external knowledge for evidence to help their 
practice are obviously undergoing reflection. They assess the transmitted knowledge 
through their own experience and values. They may reconstruct their own beliefs by 
accepting, rejecting，or modifying them (Fenstermacher, 1980, cited in Zeichner and 
Liston, 1996). Teachers may also explore a broader scope of teacher education 
through transmitted knowledge. They may grasp in descriptive and explanatory ways 
on certain aspects of their work that are previously not accessible. This may broaden 
their consideration especially for the planning to teach. Student-teachers receive 
more or less the same transmitted knowledge in their training course. The way they 
make use of such knowledge shows evidence on reflection. 
2.2 Levels of reflection 
The definition of reflection is pluralistic, but there is a general consensus that 
reflection exists in various forms, sometimes called types or levels of reflection. Valli 
(1992, p.l6) suggested that "what counts as quality of reflection is the ability to make 
the relationship between theory and practice problematic". Student-teachers should 
avoid the blind application of theory and the unexamined research findings in practice. 
Valii (1992, p.l6) added "students are encouraged to explore the tentativeness and 




demonstrate evidence of reflection in teaching provided hints to identify different 
4 
levels of reflection. Among common frameworks on level of reflection, technical 
reflection is usually ranked as the lowest or most unfavorable level of reflection 
(Hatton and Smith, 1995; Valli, 1992; Zeichner and Liston, 1996) while critical 
reflection is at a higher level or a preferable one (Hatton and Smith, 1995; Sparks-
Langer, 1993; Valli, 1992; van Manen, 1977; Zeichner and Liston, 1996). Critical 
reflection is widely discussed and being identified as a means to reach global 
educational goal in a modern society of democracy. 
According to the time of reflection, Schon introduced "reflection-on-action" and 
"reflection-in-action". Reflection-on-action referred to reflection before or after the 
action while reflection-in-action is the reflection appearing during the action. Schon 
suggested that both reflection-in-action and reflection-on-action were the mechanism 
reflective practitioners used to allow their development through experience. Schon 
emphasized the problem setting and problem solving in the process of reflection. He 
believed that practitioners leamed through continuous refIection-on and in-action in 
practice. 
Besides, reflection-in-action is also regarded as the ideal end-point for reflection 
(Hatton and Smith, 1995). However, it happened in action during practice. 
Reflection-in-action reveals the sorts ofknow-how of teachers in their profession. It 
consists of characteristics that are unable to be verbally explicit, but show 
spontaneous，skilful execution of the performance. In the present study, written data 
on hypothetical events were used for analysis. The reflection level of reflection-in-
action was excluded. The following introduces some basic understanding on technical 
reflection, critical reflection, reflection-on-action, and reflection-in-action aiming at 
illustrating the characteristics for each of these levels and providing information for 
their identification in written data. 
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2.2.1 Technical reflection 
4 
參 
In technical reflection, teachers demonstrate high concern on themselves and are 
task-orientated. Fuller and Bown (1975) regarded technical reflection as the basic 
characteristic of beginning teachers. According to Fuller and Bown's (1975，p.37) 
description, teachers "concerned about one's adequacy and survival as a teacher, 
about class control，about being liked by pupils, about supervisors' opinions，about 
being observed, evaluated, praised, and failed". They suggested that these behaviors 
are mainly observed from student-teachers rather than in in-service teachers, van 
Manen (1977) pointed out that teachers at this level emphasize the technical 
application of educational knowledge and of basic curriculum principles for the 
purpose of attaining a given goal. 
Technical reflection is regarded as a narrow scope of reflection because it stays in the 
teaching-learning process. Teachers put emphasis on generic competencies and are 
concerned about their abilities to cope with the tasks. With reference to evidence of 
reflection suggested by Dewey and Schon, the level of technical reflection shows 
limited reflective evidence; it is an undesirable type of reflection and sometimes 
regards as non-reflective (Dewey, 1933; Hatton and Smith, 1995; Zeichner, 1987). 
Valli (1992) suggested two orientations in technical reflection as follows: 
Technically reflective teachers would be concerned with such 
questions as: was the class under control? Am I moving through the 
curriculum in a timely fashion? They would not question whether the 
curriculum was worthy getting through or what harm certain 
behavioral techniques might cause [Technical reflection] takes the 
form of reflecting on rules of practice the focus of teachers' 
attention again would be on generic issues of teaching, learning and 
classroom management quaHty of reflection would be simply 
teaching behavior to the established codes, (p.12-13) 
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Zeichner and Liston (1996) shared the view ofValli. They pointed out that technical 
reflection highly narrowed the content of reflection. Teachers focus on behavioral 
techniques and rules of good teaching from literature. They criticized that technical 
reflection adversely affects the quality of reflection. It was because there were too 
much authority and control from externally-derived research knowledge that highly 
limited teachers' autonomous expression on the teaching profession. 
Valli (1992) proposed a six-leveled framework of reflection based on six different 
ways in which knowledge is used to guide practice in seven representative reflective 
teacher training programs in the United States. She considered the six levels as 
hierarchical qualities of good teachers. Behavioral level is the lowest level of teaching 
competence whiie critical is the highest. She (1992，p.223) commented that "the 
order of levels suggests that certain levels might be prerequisite to others and that 
certain educational issues or questions are more important than others". Valli 
regarded the first two levels as technical rationality: behavioral level and technical 
decision making level. The first level, behavioral, concerns strictly with skill 
acquisition. Teachers can demonstrate adequate teaching competency based primarily 
on effective teaching research. The second level, technical decision making, 
emphasizes the adequate performance of prescribed teaching behaviors. Teachers in 
decision making level are also limited to technical concern but with ability to evaluate 
their own performance after training. For critical reflection, many other educators 
also consider it as a higher or more preferable level of reflection. The following 
section introduces the main characteristics of critical reflection and comments on why 
it is more preferable. 
2.2.2 Critical reflection 
Critical reflection is being considered as the means to reach educational goals such as 
to develop the intellectual, moral, and social dispositions that predispose individuals 
to accept those ways of life that are consistent with sharing the rights and 
responsibilities of citizenship in a democratic society (Sparks-Langer and Colton, 
1993). It includes the consideration of multiple perspectives as well as being aware of 
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the consequences of decisions in the long-term social and moral aspects. Through 
« 
critical reflection, teachers are expected to behave intrinsically motivated to analyze a 
situation, set goals” plan and monitor actions，evaluate results, and reflect on their 
own professional thinking. 
The goal of the type stated above cannot be simply achieved by technical proficiency 
or competence in teaching strategies. Deliberate holistic experiential and extended 
practice in teaching and well planned curriculum are necessary. Morals and 
democratic principles should aiso be applied to guide the reflective teacher's actions. 
Freire (1985) suggested that reflection from a critical perspective represents the view 
that knowledge is tentative and emergent as past understandings are reconstructed in 
order to generate new meaning to the experience and used to transform practice. 
Zeichner and Tabachnick (1991) also pointed out the effect of critical reflection, 
which is student-teachers' attention are focused inwardly at their own practice and 
outwardly at the social context in which practice is experienced. 
Sparks-Langer and Colton (1991) suggested two orientations of reflective thinking 
for viewing critical reflection. First orientation was from Schon's (1983, p.40) 
concepts of reflective action which depended on "how situations are defined, what is 
noticed, and the kinds of questions and decision teachers will form about particular 
action". It is learned through continuous action and reflection on solving everyday 
problems. But reflective action in this orientation is influenced by teachers' repertoire 
oftheories，practices，knowledge, and values. 
The second orientation was from McLaren's (1989) critical theory. He (1989, p.40) 
introduced ‘critical pedagogy' which is a "reaction against an antiseptic, value free, 
purely rational view of teaching and learning". Critical reflective practitioners created 
their own pedagogical principles. Teachers described, analyzed, and made inferences 





Reflection from the critical approach emphasizes how teachers make decisions. It 
• 
stressed the environment such as experience, belief, sociopolitical values, and goals of 
teachers that drove, the thinking. A higher level of reflection showed with making 
moral and ethical choices. 
van Manen (1977) discussed critical reflection as the highest level of reflection of 
deliberative rationality. It is different from the lowest level in which practices mainly 
concerns with means rather than ends, van Manen suggested that deliberative 
rationality is necessary for making choice in teaching when there exists alternative, 
conflicting, competing principles, or with a multitude of technical recommendations. 
Teachers with higher levels of reflection will emphasize the purpose of orienting 
practical actions based on a value commitment in education. The process of analyzing 
and clarifying individual and cultural experiences, meanings, perceptions, assumptions, 
prejudgments and presupposition were noted. Teachers also focus on interpretive 
understanding of educational experiences, and ofmaking practical choices. 
The highest level, critical reflection, incorporates moral and ethical criteria into the 
discourse about practical action. Teachers reflect on the worth of knowledge. They 
concern which educational goals, experiences, and activities lead toward forms of life 
which are mediated by concerns for justice, equity, and concrete fblfillment. They 
also care whether current arrangements serve important human purposes. 
Valli (1992) shared the view of van Manen. What she considered as higher level of 
reflection is when student-teachers reflect on competing explanations, perspectives, 
and theories. Knowledge does not directly guide practice but indirectly informs it. 
Student-teachers construct and define their own knowledge for personal growth and 
professional relations. She highlighted the importance of critical reflection in that 
student-teachers emphasize on social and political implication of teaching and 
schooling. Valli discussed reflection-in-action which is a term introduces by Schon 
(1983) for describing instant reaction from practitioners in solving problem. She put 
reflection-in-action in a level between technical and critical reflection. It is usually 





In teaching profession, student-teachers usually start with immediate feedback 
focusing on the technical skills. Survival is the basic need for them. They are 
concerned about themselves and their ability to cope with the task (Fuller in Hatton 
and Smith, 1970). In consideration of learning situations, factors which impact upon 
the practical context have to be taken into account also. At that time, student-
teachers become more aware of the impact of their actions upon students. A range of 
reasons for their acting can be listed out. They are at so called reflection-on-action. 
As they become increasingly aware of the problematic nature of action, they explore 
and examine reasons for the way they take. Hatton and Smith (1995) referred this as 
dialogic reflection. Student-teachers weigh competing claims and viewpoints, and try 
to explore alternate solutions. Critical reflection is a form of reflection appears when 
student-teachers consider something problematic according to ethical criteria. They 
may think about the effects of one's actions upon others by taking into account 
cultural and/or socio-political factors. Hatton and Smith (1995, p.46) suggested that 
critical reflection is a higher level of reflection-on-action. Student-teachers used 
critical perspectives which "depends on development of metacognitive skills alongside 
a grasp and acceptance of particular ideological frameworks" . 
GifFiths and Tann's (1992) viewed teachers' reflection based on temporal dimensions. 
They suggested five distinct levels of reflection in which level one and two refer to 
reflection happening in action while the other three happening after actions. GifFiths 
“: 
and Tann (1992) explained that teachers could reflect immediately and automatically � ‘ 
while they are acting. Different teachers may have different responses in same 
situations but it is a routine and automatic action to the person himself. Teachers can 
also adjust their actions according to their ‘knowing，of particular situations. It is an 
on the spot action but takes a quick pause for thought. During the pause, teachers 
recall their ‘knowing’ in the particular situation and adjust themselves to give a 
suitable action. -—-. *• 
.：-
- On the other hand, teachers' reflection can happen after actions. Teachers think about 
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or talk over during or after the teachers' working day. Teachers review their work in 
• 
a less formal condition at a particular point in time. The result may lead to the 
modification of existing plans. Teachers could also focus on a particular issue and 
think in a more systematic manner over a period of time. It may lead to a change of 
teachers' practice or a change of the situation. Furthermore, when teachers examine 
their practical theories in light of public academic theories in a more abstract and 
rigorous manner over a long-term reflection, their view on some blind spot or 
dilemmas of schooling may be corrected. Griffiths and Tann (1992) believed that 
teachers undergo reflection-in and on-action throughout their life span in their 
teaching career. None can be weighted heavier than the other. 
According to Schon (1983)，reflective practitioners reflected both 'in' and ‘on，action. 
They viewed theory and practice in a different way from tradition. Schon emphasized 
the process of reframing of experience in reflection-on and in-action that is with a new 
way of looking at experience. This new way of seeing the situalon fiappened when 
teachers encounter "backtalk" which refers to unexpected ways of looking at or 
thinking about a situation in which they are acting (Russell, 1993). The attention to 
backtalk that leads to productive reframing provides evidence for reflection-on and in-
action. According to the degree of expertise, it is understandable that teachers are 
trained to react to particular situation in teaching context. However, not every 
reaction is productive to cause a reflection that elicits new knowledge from 
experience. Reflection-in-action described by Schon should be distinguished from 
that consider a time frame only. Schon (1983) explained that 
A practitioner's reflection-in-action may not be very rapid. It is 
bounded by the ‘action-present，，the zone of time in which action can 
still make a difference to the situation. The action-present may stretch 
over minutes, hours, days, or even weeks or months, depending on the 
pace of activity and the situational boundaries that are characteristic of 
the practice, (p.62) 
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From the above discussion, one thing is obvious, teachers use both reflection:on-
« 
action and reflection-in-action. They reflect before, in the midst, and after actions. 
As they reflect, th,ey move away from technical rationality and create their own 
pedagogical principles. Reflection-on-action happens before or after actions. It can 
be described as remembered reflection that can be captured in written data. However, 
for reflection-in-action, teachers are able consciously to think about an action as it is 
taking place. That means it should be captured during practice. The following 
section discussed the characteristic and ranking of reflection-in-action in framework 
of levels of reflection. 
2.2.4 Reflection-in-action 
During reflection-in-action, teachers attempt to frame and solve problems on the spot. 
Teachers reflect on practice while they are in the midst of it. Russell (1993, p.53) 
suggested that "reflection-in-action consists of two cmcial elements: reframing, seeing 
a situation in a new way as a result of unexpected messages from practice; and new 
action, a new approach to practice suggested by the reframing". So one can regard 
reflection-in-action as a process of knowledge creation resulting in a new kind of 
knowing. 
Schon (1983) contrasted reflection-in-action with technical rationality and illustrated 
how teachers shov/ expertise when they are in a level of reflection-in-action. Schon 
explained that 
When someone reflects-in-action, he becomes a researcher in the 
practice context. He is not dependent on the categories of established 
theory and technique, but constructs a new theory of the unique case. 
His inquiry is not limited to a deliberation about means which depends 
on a prior agreement about ends. He does not keep means and ends 
separate, but defines them interactively as he frames a problematic 
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situation. He does not separate thinking from doing, ratiocinating his 
• 
way to a decision which he must later convert to action. Because his 
experimenting is a kind of action, implementation is built into his 
inquiry. Thus reflection-in-action can proceed, even in situations of 
uncertainty or uniqueness, because it is not bound by the dichotomies 
ofTechnical Rationality, (p.68-69) 
When teachers undergo reflection-in-action, they are researchers who do not bound 
themselves in obeying theories and do not regard rules as taken-for-granted. 
Conversely, they search for the solution of something viewed as problematic by 
immediate experimentation as well as implementation during the process of inquiry. 
.-.- .•一 
Reflection-in-action is characterized as the most demanding behavior from one's 
practice. Valli (1992) proposed placing reflection-in-action under the critical level of 
reflection is problematic. It is discrepant with the complex nature and a demanding 
kind of reflection. It is also different from what GifFiths and Tann's (1992) 
suggestion on reflection-in-action based on temporal dimensions. It is not just what 
Valli proposed as a level that considered situation as the important source of 
knowledge but still concern with pedagogical knowledge. It is clear that reflective 
practitioners consider their unique contexts to determine how to proceed. Reflection-
in-action calls for multiple types of reflection and perspectives to be applied during an 
unfolding professional situation (Hatton and Smith, 1995). Hatton and Smith 
suggested that reflection-in-action seemed to be substantially different in kind from 
the other forms ofreflection such as technical and critical reflection in that all involve 
reflecting-on-action some time after a particular event. They believed that refIection-
in-action can only be developed with considerable experience, a characteristic of an 
expert. They explained that for reflection-in-action. 
The professional practitioner is able consciously to think about an action 
as it is taking place, making sense of what is happening and shaping 
successive practical steps using multiple viewpoints as appropriate, (p.46) 
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Hatton and Smith (1995) proposed a five-leveled framework of reflection in which 
4 
reflection-in-action is considered as the highest level and involves the application of 
other levels of refleption. The framework is introduced in the following section. 
2.2.5 Framework on ievels of reflection 
Hatton and Smith (1994) conducted a study to investigate the levels of reflection cn 
student-teachers. They performed analysis and demonstrated clear evidence about 
student-teachers undertaking reflection in their fmal year. In their study, Hatton and 
Smith employed a framework for conceptualizing and researching reflection, based on 
written data from reflective writing. Components of the framework include: 
(1) technical reflection, where skills are evaluated in controlled or stimulated 
situations and immediate feedback is provided; 
(2) reflection-on-action, with its three forms of reflective writing which includes 
descriptive, dialogic, and critical; and 
(3) reflection-in-action which is based on contextualization of multiple viewpoints. 
Hatton and Smith (1995) suggested that first professional practice experiences were 
undertaken in rather controlled or simulated situations, with immediate feedback 
focused on technical skills. After that, a more demanding reflective approach, 
reflection-on-action, developed and it concerns more on the impact of teachers' action 
upon students. At last, reflection-in-action called for "professional practitioners to 
think about an action as it is taking place, making sense of what is happening and 
shaping successive practical steps using multiple viewpoints as appropriate" (Hatton 
and Smith, 1995, p.46). In fact, Hatton and Smith (1995) believed that different 
forms of reflection may be hierarchical to indicate a perceived developmental 
sequence, 
Starting the beginner with the relatively simplistic or partial technical 
； •., 
type, then working through different forms of reflection-on-action to 
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the desired end-point of a professional able to undertake reflection-
• 
in-action. (p.45) . 
• 
The framework of level of reflection suggested by Hatton and Smith is parallel to the 
different types of writing they identified in student-teachers' reflection. It is a suitable 
framework to study the reflectivity of student-teachers with writing as the major 
source of data. 
2.3 Writing as an instrument in finding evidence of reflection 
2.3.1 Writing as an instrument in researches on reflection 
Munby (1983) claimed that the thinking of teachers could be represented in their own 
language. Hoove (1994) also suggested that written assignments were useful in 
making student-teachers' cognitive processes explicit. Wilson et al. (1995) shared 
their views and added that reflective writing played a major role in challenging 
student-teachers' values and attitudes, lt provided an outlet for both cognitive and 
affective responses to their learning. It allowed readers to understand student-
teachers' personal agenda and their attitudes. In fact, student-teachers were 
encouraged to link theory and practice through reflective writing. They would be 
elicited to examine their own attitudes and beliefs, and to reflect on the origins, 
purposes and consequences of their actions. It is a professional inquiry to articulate 
one's rationale for action through writing. 
Schon (1983) conceptualized reflection to be bound in action. The time frame for 
reflection can be captured in either 'on' and ‘after，the action or 'in' the action. As a 
remembered reflection, written evidence is appropriate. It is reasonable to use written 
data to capture reflection-on-action. The written reflection can be regarded as a form 
ofremembered reflection that transpired during the action and reconstructed after the 
action has taken place. (Hatton and Smith, 1992) Suitable selection ofwritten forms 
for reflection can constitute evidence of reflection-on-action. Journal writing is a 
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common form of written data used in capturing reflection-on-action. It is commonly 
4 
used in research for evaluation of reflectivity. 
0 
Sparks-Langer et al. (1990) conducted research on evaluating students' ability to 
reflect on a variety of pedagogical principles surrounding a teaching experience. 
Students wrote journal with guided questions that prompt reflection on the actions 
and issues that occurred. They created conditions for students to learn technical skills 
of teaching as well as to examine the worth of a lesson's goals and the moral and 
political assumptions underlying various approaches. In the research, students had to 
describe in writing some instructional events which occurred. Students were guided 
to identify where they had learned the idea and to discuss what factors influence the 
outcome. Students were asked what they would do differently and why. 
The written data of their research were examined by a self-developed seven-leveled 
framework for reflective thinking. Students with different levels of reflections were 
identified after the research. However, thejournal data did not provide a satisfactory 
analysis because the format of journal originally used did not follow the level of 
reflection in the framework. This implied the importance of a careful and suitable 
design of written assignment for analysis. 
Richardson and Boutwell (1992) conducted another research to examine preservice 
experiences through journals with the aims of evaluation of pedagogical practices 
taught in their courses and the practical application of these techniques. Student-
teachers were asked to write journals about classroom and instructional elements, 
personal teaching skills and abilities, and their relationship with the classroom teacher. 
They were asked to incorporate reflective thinking into writings. The journals were 
examined under a self-developed coding scheme and the written data were coded to 
fmd out key words and/or descriptors for analysis. No conclusion on general 
experience of teachers was drawn but specific student-teachers experiences were 
reported. 
. . . ^ -. ‘ • , 
A study from Hoover (1994) further suggested the rationales of using written data for 
the analysis of reflection. Hoover investigated the case study from the written 
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reflection of two student-teachers using the framework from Fuller and Bown，s (1975) 
• 
developmental levels of concern. Writing task from journals and assignments were 
important data collqcted in the study. The data interpretation traced the nature of the 
teachers' reflective thinking in practice. Hoover could chart content of reflection, 
stages of developmental concerns, and corresponding professional growth evidenced 
through the written data. The study also provided good suggestions on the design of 
a correct form of reflective writing task for the future studies. 
Hoover (1994, p.91) suggested that assignments without a predetermined focus 
frequently led to an outpouring of complaints and survival concerns. Assignments 
should "encouraged movement beyond personal concerns to deliberation about 
educational principles and practice, the consequences of teaching behaviors upon 
students in unique contexts, and the broader issues of the relationship of school and 
society." She further suggested that focused writing task on thinking about teaching 
and learning in light of theory, contextual factors and ethical issues was beneficial for 
leading preservice teachers to look beyond themselves toward their interactions with 
students. She (1994, p.92) commented that "writing assignments are successful in 
providing this window on reflectivity, allowing preservice teachers to articulate 
thinking which might otherwise be implicit". 
In the present study, the main purpose is to identify evidence of reflection of student-
teachers at the time of study. Reflective writing task is a suitable instrument that 
provides a direct way of data collection. Most of the studies，including those 
discussed above on student-teachers' reflectivity, made use of written data as one 
form of data collection for their investigation. What they usually did was the 
evaluation of training programs on reflective teaching. The results depended on 
various data, and writing was one of them. 
Hatton and Smith (1995) investigated types of reflection through the analysis of 
student writing. In their study, result came from a source of various data, but the 
written data provided most evidence of reflection, and the research outcome was 
grounded on the analysis of written data. They developed a framework for 
identification of evidence of reflection in writings. The level of reflection was then 
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interpreted by different types of writing identified. For the time being, it is the iest 
« 
suitable framework to meet .the need of the present study in which writing is the only 
data for analysis . , 
In the study of Hatton and Smith, "What constitutes evidence of reflection?" was a 
key question in developing a suitable framework for their study. They recognized the 
limitation of written data in reporting the evidence of reflection. The types of 
evidence were highly restricted. However, it was reasonable to find evidence of 
reflection in writing when regarding it as a remembered reflection for refIection-on 
and after-action. 
Based on their data, Hatton and Smith suggested criteria for evidence on different 
types of reflective writing. Four types of writing were identified: (1) descriptive 
writing; (2) descriptive reflection; (3) dialogic reflection; and (4) critical reflection. 
For descriptive writing, no reflection criterion could be identified. In those essays, 
events/procedures were described or reported in a way of no attempt to provide 
reasons for them. 
Hatton and Smith categorized essays more than a description of events but some 
attempt to provide reasony^ustification for events or actions as ‘descriptive reflection 
writing'. This type of writing was considered evidence shown of reflection. Some 
might recognize alternate viewpoints but the reasoning was in a reporting or 
descriptive manner. The reasoning might be based on one perspective/factor or on 
multiple. 
Hatton and Smith categorized essays as ‘dialogic reflection writing，when strong 
rationale was found. Those essays demonstrated a 'stepping back，from the 
events/actions leading to a different level of mulling about. Some might appear as 
discourse with self and exploring the experience, events and actions using qualities of 
judgment. Student-teachers might use possible alternatives for explaining and 
hypothesising. Such reflection was analytical or/and integrative of factors and 
perspectives and might recognize inconsistencies in attempting to provide rationales 
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and critique. The rationales might be based on one perspective/factor or on multiple. 
« 
Hatton and Smith, categorized essays demonstrated multiple historical and socio-
political contexts as 'critical reflection'. These essays showed awareness of events 
not only located in or reference to multiple perspectives/factors but on historical and 
socio-political factors. 
Based on Smith's suggested framework, McLaughlin and Hanifin (1994) conducted 
case studies to investigate the reflective activity of student teachers through reflective 
writing. They coded students' reflective writing into five categories using criteria for 
the Recognition of Evidence for different Types of Reflective Writing (Smith and 
Hatton, 1992). Their findings indicated that students were able to demonstrate 
evidence of reflective writing, but primarily at the lowest level (technical reflection), 
with a few isolated instances of dialogic reflection based on one perspective. The 
content of the students' reflections was technical in nature. This revealed that the 
students' reflections indicated a definite focus inward to self, as they responded to the 
contextual demands of the field. Concerns for classroom control and management 
dominated the content of students' early reflections. Later reflections moved from 
survival concerns to task concerns and, at times, impact concerns. The results of 
studies from Hatton and Smith (1995) together with those from McLaughlin and 
Hanifin (1994) would be a good reference for comparison with the results of the 
present study. 
2.3.2 Selection of questions for reflective writing 
2.3.2. J Reflective writing on controversial issues 
The role of a reflective writing task is to provide a suitable condition for eliciting 
reflection. Thinking originates from a state of doubt and perplexity. A demand for 
solution possibly guides the reflection process (Dewey, 1933). The process of 
reflection can also be started in a= problematic situation puzzling, troubling and 
uncertain (Schon, 1983). An appropriate reflective question should provide a 
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condition of doubt or puzzling. A dilemma usually can fulfil such condition. , 
4 
As pointed out by ,Wilson et al. (1995), questions connected with students' course, 
controversial issues they had encountered in the media, or observations they had made 
during practice teaching or classroom visits are useful tool to bring out reflection. 
Teachers can have good understanding on arguments of controversial issues through 
discussion in schools and with fellow groups. Substantial information from different 
perspectives can be obtained around easily due to the high publicity. 
In Hong Kong, the selection of language used as medium of instruction in school can 
be an example to fit the criteria. It is not an easy task for one to make an appropriate 
choice. Teacher educators in Hong Kong usually find it problematic to decide a 
suitable language for their schools. They have to balance the competing demands 
from children, parents, teachers, and schools. For children, it is an inevitable fact that 
the mother tongue is usually the favorable language. For parents, English language is 
usually preferable in consideration of career prospects. For teacher, the language 
environment is an important factor and is to be considered in making the choice. 
English teachers will favor an English environment. Chinese teachers will encourage 
the use of mother tongue. For schools, being an English Medium Instruction school is 
privileged. 
As the reflection process starts, different types of reflection may elicit. Teachers may 
draw upon past experiences and theoretic knowledge as they set and solve problems, 
they reframe the problem in ways that make sense to them (Schon, 1983). For ) 
example, on language policy, teachers may justify their choice. Some may describe 
events with some reasoning, some may analyze the situation and discuss the event 
multi-perspectively. Some may justify their choice under a socio-political content. 
Different features found as evidence for reflection constitute different levels of 
reflection for the teachers. 
X 
However, there are stiU some teachers who are too indifferent to make a choice. ，. 
They may not view the situation as problematic. It is difficult to expect a reflection 




2.3.2.2 Reflection on learning and teaching experience , 
« 
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Recalling teachers' .past experiences as a learner or as a teacher is another way to 
grasp teachers' thinking. Moallem (1994) investigated the thinking, planning, 
subsequent action and reflection processes of experienced teachers in classroom. The 
results demonstrated that teacher's teaching was more social than originally 
anticipated. The preplanning and interactive thinking of the teacher were based on the 
teacher's interpretations and judgements of previous experiences; and also the social 
context of teaching was the basic source of reflective teaching. The teacher's 
experiences as a learner and as a teacher influenced the way he taught, and the way he 
thought about himself as a teacher. 
In fact, stepping back to one's experiences is a key component in the process of 
reflection (Dewey, 1933; Schon, 1983). Teachers may turn their thought back to 
understand and clarify what they have known and to evaluate their actions. Reflective 
teachers can reconstruct their experience from a new perspective. 
2.3.2.3 Reflection on planning 
In addition, one's planning is another way to reflect one's metacognition (Schraw and 
Moshman, 1995). Clark and Yinger (1981) reported using ‘teacher planning' as a 
theme in journal writing. They asked student-teachers to describe their thinking and 
planning so they could learn more about the life history of a plan. Such writing 
revealed how student-teachers paid attention to what they did and how they did it. It 
also exposed student-teachers' procedural knowledge as well as their concern. 
Procedural knowledge expressed the intellectual skills and operations that enable the 
synthesis and coordination of thought and action, (p.l3) 
ln this study, student-teachers will be asked to write down how they plan a lesson and 
an interview. The procedures they arrange and the factors they consider reveal the 
reflective ability they have. Planning is a task incorporated seif-questioning, decision 





Li summary, reflection is an important character of teachers to present their 
profession in matching the modern society. It is an active and purposeful behavior of 
solving problems supported by attitudes of open-mindedness，whole-heartedness and 
responsibility. It originates from a sense of puzzling which initiate a new way of 
looking at a problem. Reflective teachers will not satisfy by just following rules. 
They examine taken-for-granted rationales continuously and seek for the best 
possibility for the puzzie. They will not be limited by personal opinion. They can 
accept multi-perspective viewpoints and can examine their own belief and 
assumptions whole-heartedly. They show responsibility to consider and accept 
consequences. They also show concern for the whole rather than their own objective. 
The process of reflection is recursive in which teachers step back to examine their 
past experience with deliberate thought and transform into a new way of viewing a 
situation or experience through stages of framing and reframing the problem. The 
reflection can be demonstrated in teachers' practical theory of belief and values, 
personal experience and the use of transmitted knowledge. Teachers' belief and 
values guide their interpretation to their experiences as well as the way they treat 
transmitted knowledge. Evidence of reflection can be found by examining how 
student-teachers learn from past experience and how they make use of transmitted 
knowledge. The ability of student-teachers to demonstrate evidence of reflection in 
teaching provide hints to identify different levels of reflection. Reflective writing can 
be used for assessing the level of reflection. Hatton and Smith could provide a 
framework of level of reflection for student-teachers. The framework could be 
applied in written data of reflection and has been adopted in the present study. Three 
areas of questions including controversial educational issues, teacher's learning and 
teaching experience and teacher's planning are designed to set a reflection writing 





Chapter 3 Research Method 
3.1 Introductio<i 
This study aimed at finding evidence of reflection from the reflective writings of 
student-teachers so as to understand their ievels of reflection. Research method using 
the qualitative approach was philosophically underpinned for such type of inquiry. It 
provided a better access to the thoughts and arguments of the student-teachers. It 
allowed the researcher to study selected issues in depth and detail. Meanwhile, this 
method of investigation directly explored the reality of the student-teachers at the 
time under research. 
3.2 Participants 
The samples for this study came from a group of student-teachers studying in the Full-
time Bachelor Degree of Education (B.Ed, in Primary Education) Program at the 
Chinese University ofHong Kong (CUHK). These students were graduates of former 
Colleges of Education which have been subsumed and upgraded into the Hong Kong 
Institute ofEducation (HKJEd) in 1998. Eighty-six (10 males and 76 females) Year-2 
student-teachers voluntarily joined the study. Their age ranged from 21 to 30 with a 
mean(+SD) of 23.9+1.7. Most of the participants (75.5%) had no teaching 
experience. 
3.3 Instrument - reflective writing task 
Reflective writing, appeared as retrospective self-evaluation, was a reasonable tool for 
examining reflections on the student-teachers' thinking. The thoughts, feelings and 
behaviors of the student-teachers were examined, 
.i^ 
‘ . . � 
31 
3.3.1 Validity of the reflective writing task 
« 
The validity of using reflective writing as an instrumental tool for investigation of 
level of reflection was considered. Shoef (1985, p.24) pointed out that a writing task 
as a tool for investigations should be designed according to the following direction: 
“(1) a standardized task: the same topic for each student and the same prompt for 
each administration; (2) content fair: provided opportunity for students to respond in 
a familiar area of knowledge in a context in which they have had practice during 
instruction; (3) sensitive to the level of writing considered proficient for students of a 
given age or level; and ,, 
In this study, the reflective writing task was designed under carefbl consideration of 
the above criteria. First, it was a standardized reflective writing task on same topic 
for each student-teacher. The researcher administrated the procedures for the 
reflective writing task. She gave the same prompt to participants for each 
administration. Second, all the student-teachers had received college training in 
education for the same designed program locally. The questions in the reflective 
writing task were related to the student-teachers' course work or controversial issues 
they had encountered in the media or routine work they had experienced in practicing 
schools. The reflective writing task was therefore content fair to each participant. 
Third, the researcher provided sufficient freedom for the student-teachers to respond 
to the reflective writing task. The reflective questions were written bilingual. The 
student-teachers were allowed to respond in either Chinese or English. They were 
suggested to write not less than fifty words for substantial expression. The level of 
this reflective writing task was considered as suitable for the student-teachers. It was 
similar to a piece of journal writing as one of their usual assignments. Finally, all the 
reflective writings were rated by one standardized scheme (from Hatton and Smith, 
1992) that was developed by experienced educators for evaluating reflective writings 
of student-teachers for educational purposes. In fact, other researchers on another 
similar study ( McLaughlin and Hanifin, 1994) have already employed the scheme. 
. :> ..’• 
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3.3.2 Selection of questions for reflective writing 
« 
a 
A writing task copsisting of six educational questions (see Appendix 1) in both 
Chinese and English was used. They were in three groups based on the three sorts of 
questions stated above. The writing task put the student-teachers to confront with 
questions or issues that stimulated their thinking. Reflective questions were written in 
such a way as to provide sufficient freedom for the student-teachers to reflect on. 
They had to frame the questions themselves and provide relevant information by their 
own understanding. The way on how the student-teachers could think critically about 
teaching and learning revealed their level of reflection. 
3.3.2.1 Controversial educational issues: 
The first group of questions was related to social phenomenon in educational policies 
to reveal the student-teachers' core value for studying teacher reflection. Two 
questions (1 and 2) were set for the student-teachers to reflect on. Question 1 
concerned "Medium of instruction" while question 2 dealt with "mother tongue 
education policy” in primary education. The two questions were selected from the 
"Report of the Working Group on Language Proficiency" of Education Commission 
in 1994. Both questions were related to the student-teachers' course work and 
controversial issues they have encountered in the media or observations they had 
made during practice teaching. 
Schools in Hong Kong have to decide the choice of medium of instruction over the 
past years. They could choose to adopt either English Medium Instruction (EMI) or 
Chinese Medium Instruction (CMI). EMI was a privilege for elite schools in the 
society. But CMI was considered as a more suitable language for teaching and 
learning. In addition, the special socio-political environment in Hong Kong after the 
‘97 hand-over would evoke the necessity of using Chinese as medium of 
communication. How did the student-teachers value different mediums of instruction 
with respect to language proficiency? What factors would they consider in making 
their choices? Would the socio-political environment in Hong Kong nowadays 
influence their choices? 
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Mother tongue education policy was another current educational issue highly 
« 
discussed in Hong Kong. It was a legitimate policy that most schools in Hong Kong 
had to employ mother tongue education starting from 1998. Only about a hundred 
schools got the right to use EMI. This issue caught high publicity. School 
administrators, teachers，parents and students discussed openly and expressed their 
opinions in various ways. In fact, mother tongue education had been widely discussed 
in the working group of promoting language proficiency. They proposed a language 
learning policy in primary education which requires schools to concentrate for the first 
three years on developing the child's Chinese language proficiency while the learning 
of English started at Primary Four. This evoked strong discussion. How would 
student-teachers view such tremendous change in the Hong Kong education system? 
What were their standpoints? What reasons would they suggest supporting their 
opinions? 
It was expected that question 1 and 2 would elicit student-teachers' reflections. Their 
answers would indicate the factors they took into consideration of the stated issues. 
What were the extents of their higher-order thinking skills of analysis, synthesis, 
justification and clarification? What was the core value of the student-teachers? 
Would they consider political values such as democracy and freedom? Or would they 
consider the educational values directly related to education like equality of 
educational opportunity and the right to receive teaching in accordance with one's 
culture? Evidence of reflection could be identified and therefore the level of 




Read the following passage: 
"Between about 1960 and 1980 a major change occurred in our schools. English 
medium primary education declined, so that today over 90% of children attend 
Chinese medium primary schools. At the same time Chinese medium secondary 
education declined，so that today about 90% of students attend secondary schools 
which are, or claim to be, English medium. In effect, a system which in 1960 had two 
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separate and relatively balanced streams was transformed into a system where about 
蜃 
90% of children switched from mother tongue instruction to English medium 
instruction on entering secondary school. This phenomenon was entirely parent-led. 
Although parents recognized that mother tongue education was preferable, they 
perceived that avenues to fiirther education or careers in business and Government 
depended greatly on English language proficiency. They therefore preferred to send 
their children to English medium secondary schools, believing that this would open 
doors to a successful career. The change did not result from considered education 
policy." (Education Commission, 1990, p.l9) 
The phenomenon described in the passage still exists in the 90's. What is your 
opinion on the issue of medium of instruction in teaching? Please comment in detail 
from the perspective of a primary school teacher. 
Question 2 
Read the following passage: 
“At primary level, one alternative approach likely to offer educational and language 
proficiency benefits would be one where the school concentrates for the first three 
years on developing the child's Chinese language proficiency in reading, writing, and 
oral expression in “high，，Cantonese. By P4, the child would have a sound basis of 
mother tongue skills needed for successful academic progress, and would be ready to 
start a three-year course of English as a foreign language, while continuing with 
Chinese language lessons. The aim of the three-year English course would be to 
provide an effective and enjoyable experience of language learning, while at the same 
time preparing the child for possible entry to English medium secondary education." 
(Education Commission, 1990, p.50) 
Please comment in detail on this proposed educational policy from the perspective of 
a primary teacher. 
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3.3.2.2 Learning and teaching experiences 
• 
• 
The second group qf questions was related to experience and personal philosophies of 
student-teachers. Two questions (3 and 4) were set for the student-teachers to reflect 
upon their own motivations, philosophies or experiences in teaching and learning. 
Student-teachers brought their personal experiences into classrooms. There was 
always the possibility that experiences in teaching and their past experiences as 
students would affect and shape how they approach and construe teaching. 
For examination of learning experiences, guided questions used in the study ofWilson 
et al. (1995) were employed. Recalling student-teachers' past experiences on some 
meaningful lessons was a way to grasp their thinking. Requesting student-teachers to 
associated new knowledge with prior knowledge allowed them to probe deep into 
their thinking in order to provide substantial reflection. Puzzling, confusing or fiirther 
investigation on something learned also gave insight on how student-teachers frame 
and reframe the complex and ambiguous problem they faced. 
For examination of experiences in practice, research questions used in the study of 
Sparks-Langer et al. (1990) were employed. Student-teachers were asked to identify 
one particularly successful teaching event and a less successful one, to describe 
reasons for their choices, to discuss factors for the outcome, and to identify issues or 
concerns that came afterward. 
It was expected that the questions would stimulate their reflections. Their answers 
would indicate the ability they had in linking theory and practice in terms of their own 
attitudes and beUefs and to reflect on the origins, purposes and consequences of their 
actions (Wilson et al., 1995，p.l66). It also revealed how student-teachers integrate 
course content, self-knowledge and field experiences with teaching and learning 
situations (Yinger and Clark, 1981, p.25). Evidences of reflection could be identified 
and therefore the level of reflectivity could be assessed. Question 3 and 4 were 





Please answer the following questions as far as possible. 
(a) In recent lessons, what learning do you consider as most meaningful to you? 
(b) Can you associate with any prior knowledge when you come across the new 
learning mentioned in (a)? How did you relate your previous understanding with 
the new learning? 
(c) Referring to the new learning mentioned in (a), please identify things you have 
found puzzling, confusing, or things you would like to find out more about. 
(d) How would you put the new knowledge into practice? Please give some 
examples. 
Question 4 
Please answer the following questions as far as possible. 
In your recent experience of teaching practice, 
(a) Can you think of any person or events that influence your teaching or learning life? 
Please share your experience. 
(b) In what way your experience mentioned in (a) influence your teaching career? 
3.3.2.2 Planning 
In addition to what the student-teachers directly experience themselves, they also 
picked up and used other people's knowledge and understandings. The transmitted 
knowledge could have varied effects on the student-teachers' practical theories. The 
third group ofquestions was related to transmitted knowledge of student-teachers. 
Planning is a task of incorporating self-question, decision making and evaluating 
stages. It revealed the metacognitive strategies of student-teachers. Writing a lesson 
plan or preparing an interview might be automatic or routine actions for the student-
teachers. Reflective writing created a situation for explicitness, leading to a renewed 
’ �� awareness of what a person knows. It was believed that when writers began to think 
about and understand what they did and how they did it, then the reasons underlying 




action could also help elucidate the influences of outside forces such as cultural, social 
• 
and interpersonal pressures on student-teachers. It was also believed that an 
awareness of these influences provided individuals with an opportunity to come to a 
new understanding of themselves. 
It was expected that the questions would stimulate student-teachers' reflections. 
Their answers would indicate the factors they took into consideration. How did they 
take notice on alternative teaching strategies? Were there any indications of over-
reliance on textbook knowledge? How autonomous were they in the teaching 
profession? Were they passive acceptors of traditional cultural and practice? Were 
they able to implement practices to all children? What were their perceptions of what 
was possible? Therefore questions 5 and 6 were developed to allow student-teachers 
to reflect on their planning, a lesson and an interview. They were illustrated in the 
- � following paragraphs. 
Question 5 
Suppose you are going to prepare a lesson on your major subject for a class of 
primary four. 
Please write down how you would prepare the lesson. 
Question 6 
Suppose you are a Primary Four form teacher and you are going to release the 
academic report to a pupil through his or her parent. Please write down how you 
would prepare for the interview. 




3.4 Pilot Study 
4 
A pilot study was conducted to test the suitability of the reflective writing questions 
and to confirm procedures adopted for data analysis. Eleven teachers came from 
three primary schools and one secondary school were invited to participate in the pilot 
study. Most of them were beginning teachers. They were randomly assigned to write 
essays on three of the six reflective writing questions. Problems with respect to 
clarity of questions and procedures were noted. Data from the pilot study were used 
to refiiie the research questions and procedures. 
3.5 Procedures 
The writing task was administered to participants in two groups in two separate 
sections. In each section，the participants were asked to respond in Chinese or 
English to each question. They were encouraged to write not less than fifty words. 
Each section lasted for forty-five minutes to provide sufficient time for reflection. 
Clarifications were given where appropriate. 
To prevent potential task-order effect between the two sets of responses from two 
sections, the two sets of questions were given one week apart and in a 
counterbalanced order, with participants being randomly assigned for their first 
writing to either one set of the questions. The two reflective writing sections 
proceeded within two consecutive weeks in March，1996. A consent form (see 
Appendix 2) together with a background information form from each participant were 
collected. The finished reflective writings from the two writing sessions were pooled 
together for analysis. 




3.6 Data Analysis 
« 
A coding scheme from Hatton and Smith (1992) was employed to identify different 
categories of the reflective writings. Descriptive writing that simply described events 
without reasoning was referred to reflection level one in this study. Descriptive 
reflection, or level two of reflection, indicated simple reasoning or justification that 
based on only one aspect. Dialogic reflection referred to writing that showed multi-
perspective viewpoints as well as thorough consideration on the issue concerned. It 
was identified as level three of reflection in this study. For level four of reflection, 
critical reflection, writing demonstrated an awareness of multiple historical and socio-
political influences on discussion. 
3.6.1 Specific features for each level of reflection 
A list of specific features for each level of reflection was identified. It was based on 
the criteria for the recognition of evidence for different types of reflective writing 
from Hatton and Smith (1992). The features used could be referred to Appendix 3. 
3.6.1.1 Level one ofreflection (Technical reflection) 
Typically, description on events/procedures were described or reported in a way of no 
attempt to provide reasons for them. This type of writing was simple and the 
description used was by layperson. The student-teachers with this level of reflection 
might show distraction or misleading of questions from teaching/learning environment. 
The student-teachers were not able to provide reasons for their description or could 





3.6.1.2 Level two of reflection (Descriptive reflection) , 
• 
Hatton and Smith categorized writing with some attempt to provide 
reasony]ustification for events or actions as ‘descriptive reflection'. This type of 
writing showed evidence of reflection. Some could show recognition of alternate 
viewpoints but the reasoning was in a reporting or descriptive manner. In this level of 
reflection, the student-teachers made decision by focusing one relevant aspect of 
teaching/learning context only. They could pick up more and more relevant features 
but did not integrate them together or could not identify the interrelationship between 
different aspects of learning/teaching. 
3.6.1.3 Level three of reflection (Dialogic reflection) 
Hatton and Smith categorized writing as ‘dialogic reflection' when a strong rationale 
was found. Writing demonstrated a 'stepping back，from the events/actions leading 
to a different level of mulling about. Some appeared as discourse with self and 
exploring the experience, events and actions using qualities of judgment. Student-
teachers could use possible alternatives for explaining and in hypothesis. Such 
reflection showed integration of factors and perspectives and attempted to provide 
rationales and critique when inconsistencies were recognized. The rationales could be 
based on one perspective/factor or on multiple. Writing of this level should show 
explanation with principle or theory, and showed consideration of context factors. 
Evidence for this level came from integration of parts so that the whole had a 
coherent structure and meaning. Teachers in this level could make complex 
interrelated decisions based on a series of reasons or could utilize conditional thinking 
to develop different contingency plans when faced with different situations. 
3.6.1.4 Level four of reflection (Critical reflection) 
Hatton and Smith categorized writing that demonstrated multiple historical and socio-
political contexts as 'critical reflection'. The student-teachers were aware of events 




3.6.2 Process of data coding , 
4 
Two raters who wpre experienced teachers in Hong Kong local schools coded the 
collected reflective writing papers. All of them had teaching experiences of over 
fifteen years in both primary and secondary schools. They received educational 
training and were graduates from local universities. Totally, eighty-six student-
teachers participated the reflective writing task. 465 essays from six questions were 
received (77 from Question 1, 79 from Question 2, 70 from Question 3, 80 from 
Question 4, 78 from Question 5 and 81 from Questions 6). 
All pieces of paper were photocopied and were coded individually by raters according 
to the coding scheme. Raters studied the chosen scheme before the actual procedures 
of coding by using reflective writing papers from the pilot study. Discussion was 
made for clarifying questions and criteria that were used for rating different levels of 
reflection in the coding scheme. Raters should fmd evidence for different types of 
writing based on features in different levels of reflection from the scheme. Raters 
assigned a level of reflection to each reflective writing independently. 
Data from raters were processed with computer and statistically treated for analysis. 
A descriptive statistics was performed for the three different areas of reflective 
questions and Chi-square test was used for comparing the percentages of different 
levels of reflection for each question with the overall percentages in the six questions. 
Seventeen papers from each reflective question were selected randomly for 
comparison to check the inter-rater reliability. 
After data processing of coding reflective writings, a level of reflection was assigned 
for each student-teacher based on the most frequent level (mode of reflection level) 
coded in his/her reflective writing from the six questions. 
3.6.3 General contents of the reflective writings 
General contents on the reflective writings of each question were discribed. Those 
writings were repeatedly read and the common standpoints, trends, or concerns were 
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drawn. This could let us understand more about the contents of the response from the 
« 
student-teachers on the reflective questions. 
4 
Question one concerns medium of instruction from primary school to secondary 
school. The student-teachers' common understandings on the medium of instruction 
were made. The choices from different parties (pupils, parents or even schools) and 
the feasibility on the medium of instruction were noted. Question two is concerned 
with a proposed educational policy. The pro and con standpoints of the student-
teachers with various reasoning were noted. The reasoning from different 
perspectives were identified. 
In question three, the student-teachers shared their most meaningfial lessons. Those 
meaningful lessons recalled by them were both subjective and diversified. More 
attention were spent on new learned and prior knowledge. In question four, the 
student-teachers shared their experiences in the recent practicum. The factors 
affecting their practice were identified. 
Questions five concerns the preparation of a lesson plan. The common steps for 
lesson plan preparation were listed. The purposes for the steps were also noted. 
Question six concerns the preparation of an interview. The common aspects for the 
preparation of the interview were identifi ed. 
3.6.4 Searching of evidence for different levels of reflection in reflective 
writings 
.: ''. 
Excerpts from the writings were quoted as examples for each level of reflection 
among different groups of questions. The framework for coding different level of 
reflection was based on the extended coding scheme from Hatton and Smith (1995). 
All reflective writings were careful studied. Examples of the excerpts were quoted to 
illustrate the ways for searching evidences from the writings for classification to 
different levels of reflection according to the used scheme in the present study. The 
common wordings the student-teachers used, ways to tackle different questions， 
> 






One of the objectives of this study was to determine whether student-teachers were 
able to demonstrate evidence of reflective activity. The evidence was observed from 
the student-teachers' written reflection. Three areas of reflective questions based on 
Handal and Lauvas (1987) were employed as the basic elements to study teacher 
reflection. Questions based on the controversial issues in educational policies to 
•• i" 
reveal the student-teachers' core values, the personal experiences in their learning and 
teaching and the transmitted knowledge applied to planning were designed for 
student-teachers to respond. The student-teachers described their experiences and 
shared their opinions on the questions within a time limit. 
The collected writings were analyzed to reveal the contents of response to each 
question, as well as the approaches employed in the writings. The characteristics of 
contents from the student-teachers provided information on what was occurring 
during learning and teaching from the student-teachers' point of views as they 
experienced it. It exposed the thinking process of the student-teachers as they were 
planning. It also allowed the researcher to understand the reason for the student-
teachers to make judgment. Qualitative methods used were more appropriate in 
describing and understanding the findings. 
Besides, the writings were rated in four categories using criteria for the Recognition 
of Evidence for Difference Types of Reflective Writing (Hatton and Smith, 1992). 
This was done to reveal the reality of the student-teachers on reflectivity. 
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Chapter 4 Results 
From the analysis 'of reflective writing, clear evidence of reflection was found in 
most of the student-teachers in this study. The results were reported according to 
the following three sections: (1) general findings; (2) general contents for reflective 
writings; and (3) evidence for different levels of reflection found in reflective 
writings. 
4.1 General findings 
The results of the analysis of the written data indicated that most of the student-
teachers demonstrated some evidence of reflection with respect to their core value, 
personal experiences, and transmitted knowledge. The findings also indicated that 
most ofthe reflective writings could be identified as descriptive reflection (level 2). 
Table 4.1 showed the results on percentages of different levels of reflection of the six 
reflective writing questions in student-teachers. Three characteristics were noted 
from the table. First, level two was the dominant (60.4%) type of reflection found 
among the six questions, followed by level one (24.0%) and level three (14.6%). 
Only few cases (1.0%) were reported on level four. It implied that most of the 
student-teachers could provide only simple reasoning. Second, the trend in overall 
percentage of levels of reflection was also found in the subtotal percentage in the 
three areas of questions. It indicated that the characteristics of simple reasoning 
were evident in all three areas of questions. 
Third, question 2 and 6 showed significant differences from the other questions. 
There was a large percentage difference observed between level one and two in 
question 2 (10.1% and 72.1% respectively) and a small different percentage appeared 
in question 6 (35.8% and 41.9% respectively). Using Chi-square test on comparing 
the percentages of different levels of reflection for each question with the overall 
percentages in six questions, Questions 2 (p=0.0049) and 6 (p=0.0076) showed 
statistically significant difference. From the result of Question 2, more percentage 
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of the student-teachers could provide simple reasoning which might relate to. the 
• 
topic that had been discussed before this study. While in Question 6，more student-
teachers only reported procedures of the events without any support. 
Each student-teacher was assigned with a level of reflection based on the most 
frequent level (mode of reflection level) found in the six questions. Among 86 
student-teachers, 14 (16.2%) were assigned for level one, 64 (74.4%) for level two, 8 
(9.4%) for level three. Three quarters of the student-teachers belonged to reflection 
level two and no one was regarded as the reflection level four. 
Seventeen papers from each reflective question were selected randomly for 
comparison to check the inter-rater reliability. They showed no significant 
difference statistically (p=0.3964) and had a reliability coefficient of 0.8997. 
According to Diederich (1974), a reliability coefficient of 0.80 was considered to be 
adequate for evaluation of written composition. The results in this study indicated 
good reliability from the two raters using the chosen coding scheme. 
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Table 4.1 Percentage of different levels of reflection in different areas of reflecXive 
0 
writing questions in student-teachers. 
• 
~~Questions for reflective Level of reflection 
writing 
1 2 3 4 
(Technical (Descriptive (Dialogic (Critical 
reflection) reflection) reflection) reflection) 
-
(medium of 22.0 66.2 9.0 2.8 
instruction) 
Area one 2 
(controversial (mother 
educational tongue 10.1 72.1 17.8 0 
issues) education 
policy) 
subtotal % JKo ^ JJ^ L4 
-
(learning 12.8 58.5 27.1 1.6 
Area two experience) 
(learning & 4 
teaching (teaching 32.5 60.0 7.5 0 
experiences) experience) 
Subtotal % ^ J ^ J6^ 0 
- • ^ ： 
(lesson plan) 29.4 64.1 5.1 1.4 
Area three 6 
(planning) (interview 35.8 41.9 22.3 0 
plan) 
Subtotal % 3^ 5^8 Js^ 0^ 
Overall % in six questions 24.0 60.4 14.6 1.0 
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4.2 General contents for reflective writings 
The following reported information on how the student-teachers approached each 
• 
reflective question. The student-teachers approached each question with different 
styles. They described their viewpoints, expressed their values, and shared past 
experiences. Some wrote very short answers as if they were dropping some key 
words in a public examination. Some drew a bunch of information from what they 
had learned in textbooks. Some showed their query on the question or related 
issues. And some criticized the conflict between educational policies and teaching 
realities. As a whole, they drew attention on improving the conditions for 
children's learning. This overview provided background information for readers to 
understand the excerpts reported in the next section where identification of evidence 
of reflection in the writings would be given. 
4.2.1 General contents in answering questions on controversial 
educational issues 
The first area of reflective questions was related to recent controversial issues of 
education in Hong Kong. The first question was concerned with medium of 
instruction in teaching while the second question dealt with a proposed policy on 
mother tongue education. Both questions aroused a lot of discussion from the 
student-teachers. As a whole, the student-teachers gave general opinions on the 
issues. Some attempted to inquire into the situations but few could give an in-depth 
discussion. 
Generally speaking, most of the student-teachers gave comments on the selection of 
medium of instruction without noting the described phenomenon from question one. 
Only a few could discuss logically from the information given. Few could provide 
authorizing support for their opinions. On the other hand, they answered more 
thoroughly on question two. They could state clear standpoints and cite information 
with sound theoretical base from literature and reports to suppoit their rationales. 
Some could even suggest modifications on the proposed policy. 
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4.2.1.1 General contents on question one . 
• 
In question one, a, phenomenon of about 90% of children switching from mother 
tongue instruction in primary schools to English medium instruction (EMI) on 
entering secondary schools was described. According to the Government, this 
phenomenon was entirely parent-led and it was not a result of considered education 
policy. Parents preferred to send their children to English medium secondary 
schools because they believed that owing the English language proficiency would 
open doors to a successful career. The student-teachers reflected on this 
phenomenon and gave their opinions on adoption of medium of instruction in 
teaching. 
A majority recognized such phenomenon happened in the society. They usually 
attributed this to colonialism. Few could suggest possible reasons for the 
phenomenon objectively. Most of the student-teachers recognized the inevitable 
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fact that English is an international language with wide usage. Parents expected 
their children to have English proficiency after schooling. It was believed this 
could be achieved by studying in English medium secondary schools. Meanwhile, 
there was another inevitable fact that children nowadays got low English standard. 
Generally, they had difficulties in learning with English medium subjects. As a 
result, both learning effectiveness and learning motivation decreased. The student-
teachers faced conflict in selecting a favorable instruction medium. 
Some of the student-teachers supported the adoption of English as the teaching 
medium. They shared the views that English medium learning would provide a 
better environment for learning English, thus increasing the chance of entering 
universities. In Hong Kong, a city of mixed culture, English is widely used. The 
prestige of English is a societal reality. In their consideration, the purpose of 
teaching is to cultivate functional individuals in the society. Therefore, cultivation 
of students with English proficiency is beneficial to the development ofHong Kong. 
However, quite a lot of the student-teachers favored using mother tongue as the 
medium of instruction in schools. Their understandings were as follows. First, 
communication was the main function of language. Chinese medium instruction 
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(CMI) reduced the language barrier in learning for Chinese and was beneficial in 
• 
acquiring knowledge. Se.cond, the purpose of teaching was the cultivation of 
critical thinking in ,which language was usually associated. CMI was a good tool to 
be used in this way. ‘ Third, teaching should be student-centered, students' 
background and their learning ability should come first for consideration. CMI was 
beneficial to students oflow English standard. 
On the other hand, some student-teachers suggested that the government should 
provide different types of schools including EMI and CMI for students. Students 
should have their choice in selecting medium of instruction according to their 
background and learning abiiity. There should be no way for parents or schools to 
override their right. Besides, a general comment was that the government should be 
the one to lead the trend of using mother tongue. The status of Chinese in societal 
affairs should be promoted. They drew the consideration on the '97-handover, after 
that the choice of using language might change. Chinese would be a preferred 
language in the society. They suggested that setting a standard in Chinese 
proficiency among civil servants and adoption of mother tongue education in all 
schools should be the first step. In addition, education to parents was considered to 
be important to get rid of such wrong belief as "English is more superior than 
Chinese". 
Lastly，the student-teachers showed high concern about students on the adaptability 
of using language for instruction in the transition from primary to secondary schools. 
Most of them favored a "gradual change mode" in the transition. They suggested 
that the use of English in lesson could be gradually increased from little in junior 
classes to all English medium lessons in senior classes. Or the transition could start 
from subjects of low difficulties in English usage to all other subjects. Concrete 
suggestions were also given on how to promote language efficacy. It included 
providing environment for using languages, arousing students' interest in reading, 
employing various teaching methods for effective teaching, and training of 
professional teachers. 
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4.2.1.2 General contents on question two , 
者 
• 
In question two, a proposed policy from the government was reported. It was 
suggested that schools concentrated for the first three years on developing children's 
Chinese language proficiency and started to provide an effective and enjoyable 
experience of English learning at primary four. The student-teachers wrote down 
substantial opinions on this proposed policy. 
The student-teachers usualiy stated their standpoint prior to discussion. A majority 
objected to the proposal. The rationales were as follows. First, it was too late to 
start learning English in primary four. Language learning should proceed at a 
younger stage in which children had better ability of assimilation. Second, it was 
not accepted that poor language standard was a result of dual language learning. 
Third, three-year preparation was not sufficient for children to cope with the 
demanding English usage in secondary schools. 
-:r 
Few student-teachers supported the proposal, but they could provide various 
rationales. Generally speaking, they held the ideas that dual language learning 
decrease language proficiency in students nowadays. Pupils got confusion in 
learning different language structures at the same time. Learning effectiveness also 
decreased. Concentration on teaching one language could provide longer learning 
time for improving Chinese language proficiency especially for slow-learners in 
language. In addition, a good foundation in mother language could provide the best 
tool in thinking. It would enhance learning motivation as well. 
They insisted that starting learning English in primary four should not produce 
pressure on pupils. Oppositely, prolong defect feeling due to learning difficulties in 
junior forms would cause great harm to pupils. Some suggested that the mother 
tongue used among Hong Kong people was actually Cantonese, and it was not a 
standard form of language used in writing. It was necessary for pupils to use longer 
studying time to build up a good foundation in language. 
No matter what the standpoint was, the student-teachers showed worry about the 
difficulties in= implementation of the proposed policies. They recognized that 
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parents was the main obstacle. It was a general belief that learning effectiveness 
« 
was proportional to learning time, a delay of three years in English learning made 
parents worry. Without the support from parents, such policy might be in vain. 
Some predicted that parents would possibly search ways to put their children under 
English education away from schools. 
The student-teachers also highiighted the consideration of social reality. Children 
still had a lot of chances of using English in daily life such as when using computers 
or communicating with domestic helpers at home. In that case, they questioned the 
necessity of completely abandoning teaching English in schools. Besides, they 
suggested that other policy such as guidelines in English learning for kindergartens 
should be considered. 
On the other hand, student-teachers put emphases on giving reasons for the low 
standard in both Chinese and English language nowadays. They blamed the use of 
structural approach and examination-oriented policy in language education in 
primary schools. They suggested a whole-language approach was more appropriate. 
Nowadays, teachers over-concentrated on training pupils with logical thinking rather 
than cultivating the language usage. In addition, parents' expectation put pressure 
on pupils, leading to loss of interest in learning languages. Moreover, large 
quantities of homework, continuous assessment, as well as intensive learning 
progress put down pupils' learning motivation. They also recognized that schools 
could not provide a suitable environment for the cultivation of language. The 
memory mode of learning style was not applicable either. Meanwhile, the student-
teachers stressed that the basic problem was not when to start learning language but 
the reform of methodology of language learning nowadays. Sufficient supply of 
resources and training of professional language teachers were other important 
considerations. 
Lastly, some of the student-teachers suggested modification on the proposed policy. 
It included starting learning English from primary one with the adoption of enjoyable 
learning approach through singing songs and playing games. This could take away 
the pressure of pupils for starting learning English in primary four. Another 
suggestion was that schools concentrated on teaching Chinese language in the whole 
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primary stage, and started learning English from secondary one. In this case, the 
requirement for English learning in secondary school should be amended. 
0 
4.2.2 General contents in answering questions on learning and teaching 
experiences 
The second area of reflective questions drew on the learning and teaching 
experiences of the student-teachers. They described what they recalled in 
transmitted knowledge and what they were impacted in the practicum. Generally, 
their sharing was short and superficial. Teaching experience was more informative 
than learning experience. Some even showed low motivation and had difficulty in 
recalling their memory on meaningful learning lessons. 
4.2.2.1 General contents on question three ‘ 
In question three, the student-teachers shared their learning experiences in recent 
lessons that they considered as the most meaningful. They also linked the new 
learning with their prior knowledge. They identified puzzling contents and showed 
application of the learned knowledge with examples. 
The meaningful lesson recalled by the student-teachers were diversified. The 
following three were popular: children literature appreciation, experience sharing 
from visiting teachers, and "thinking" language. Other mentioned lessons included 
topics in curriculum, cognitive psychology, reflective learning, modern sociology, as 
well as teaching practice. Generally, student-teachers could pin point the 
characteristics of the lesson mentioned and shared the contents initiating impression. 
Some of the student-teachers were enlightened by the efFect of children literature on 
teaching. Most of them expressed surprise when they recognized the use of those 
,easily neglected kids' stories in designing Chinese curriculum and reforming 
pedagogical methods. Some showed high interest on cultivation of critical thinking. 
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They gained insight from the lesson of thinking language in which thinking strategies 
4 
and management were introduced. The student-teachers learned useful questioning 
techniques in teaching. Meanwhile, they were enlightened by the awareness of 
their own thinking process. Some other student-teachers appreciated the experience 
sharing lesson from two visiting teachers. They gave two main reasons for their 
benefits. First, they shared the ideas about ways of dealing with pupils who have 
learning difficulties as well as discipline problems. Second, they were impressed 
by the speakers who showed undefeated faith on teaching even with a harsh 
environment. Their unmovable belief on teaching and everlasting care on pupils 
consolidated student-teachers' belief and gave enormous encouragement to them. 
Other specific contents cited were as follows: learning how to set questions with high 
quality during assessment and evaluation lessons, learning how to employ diversified 
teaching methods to overcome the limit of human's attention span, learning how to 
tackle pupils with learning difficulties, learning how to supervise pupils to solve 
mathematical problems, learning how to arrange macro-functions for schools, 
learning how to be ajudge in ball game, and learning how to face success and defeat. 
As a whole, they reported experience of practical use. 
Most of the student-teachers could link the new learned knowledge with what they 
had learned before. They could recall information related to or similar to the new 
knowledge. They stated viewpoints or rationales of themselves or of others. They 
compared the new learned knowledge with the prior one. For example, they made 
comparisons between new pedagogical methods from children literature appreciation 
and prior knowledge of five-step teaching method which was learned in College of 
Education before. Some made integration on the new learned knowledge with prior 
knowledge. They even tailor made what they learned into an applicable context 
that they needed. However, some could just report plainly that nothing could be 
recalled for prior knowledge. 
For identification of confiision or puzzling on the newly leamed knowledge, the 
student-teachers mainly described information given in the mentioned lesson. As a 
whole, the student-teachers expected to apply the new learned knowledge to teaching. 
Some already attempted the application in daily life for testifying the effectiveness. 
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4.2.2.2 General contents on question four , 
• 
In question four, the student-teachers recalled their memories in the recent practicum. 
They shared their teaching experiences on some influential events which occurred or 
the persons they met. 
Some influencing people in the student-teachers' teaching experience were 
classroom teachers, practicing teachers, partners in practice, and pupils to be taught. 
Others were teachers in practice schools and university instructors. School culture, 
school policies, texts in the foundations and methodology of teaching and teaching 
aids could cause effects on the student-teachers as well. Teaching effectiveness 
also produced impact on the belief of the student-teachers' teaching career. 
Effects coming from pupils were great. When pupils lost discipline in the 
classroom, the student-teachers would change their teaching plan, their emotion 
i-'' 
would even become fluctuating. The result was a decrease in teaching effectiveness 
and it caused the loss of confidence in teaching. In the other cases, when pupils had 
poor academic results and responded unsatisfactory during practicum, the student-
teachers would fall into a trap of doubt. They would have a feeling of uncertainty 
on their pedagogical ability. They showed discomfort even if there was only a 
comment from one pupil. 
The practicum lasted only for two weeks. Student-teachers usually experienced the 
shortage of time for developing good communication with pupils. This greatly 
hindered the teaching progress. But some of the student-teachers pushed 
themselves to get a good preparation for compensation of the environmental 
limitation. They would put more efforts on studying reference books and writing 
up lesson plans. Reinforcement learning activities as well as preparation of 
diversified teaching aids provided new experiences for the student-teachers either. 
All these experiences initiated reflective thinking for the student-teachers on their 
future teaching career. In addition, practicum provided a good chance for the 
student-teachers to testify the effectiveness of pedagogical theories. They gained 
confidence from successful experience. 
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Some of the student-teachers were influenced by the teaching enthusiasm and the 
« 
professional teaching behaviors from classroom teachers and practicing teachers. 
Those teachers gave good suggestions for helping the student-teachers to improve 
their practice. As a result, the student-teachers were encouraged. Some classroom 
teachers guided the student-teachers to incorporate teaching theories into practice by 
understanding the prior knowledge of the topics. Some practicing teachers gave 
beneficial comments to the student-teachers after each lesson for improving teaching. 
Teachers working in school had a lot of limitations in teaching so as the student-
teachers. The student-teachers felt high pressure and could not actualize what they 
wanted. As a result, negative effect arose. About the conflict, there was an 
incompatible phenomenon between traditional and modern teaching methods. 
Further, the student-teachers found that there was ineffective use of lessons due to 
some classroom teachers. They obligated the student-teachers to check answers in 
homework during lesson before marking. This greatly reduced meaningful teaching 
in the lessons. The student-teachers expressed their dissatisfaction on school policy. 
On the other hand, some of the student-teachers had a change of ideas after their 
practicum. For example, a student-teacher found ability-grouping might be 
considered after teaching in a class of mixed abilities. 
Some of the student-teachers were influenced by principals and fellow-teachers in 
schools. One student-teacher highly appreciated a principal because she was hard-
working and fully responsible for her duties. Some other student-teachers were 
impacted by the great commitment in teaching showed among fellow-teachers. As 
a consequence, the student-teachers were encouraged and became willing to engage 
t t 
more in teaching. However, the student-teachers were disappointed if they found 
unmotivated teachers during their practicum. 
Another factor came from the school culture. Through practicum, some student-
teachers recognized that a harmonic relationship among principal，teachers, pupils 
and parents could provide a good learning and teaching environment. Lastly, 
fellow-students also had effect on the student-teachers. The partner in the 
practicum showed either support in teaching or caused unhealthy competition. 




teaching competence among the student-teachers. But the student-teachers could 
« 
learn from practicum evaluation especially in group discussion. It was because 
more viewpoints cquld be shared. 
4.2.3 Generai contents in answering questions on planning 
The third area of reflective questions investigated the transmitted knowledge of the 
student-teachers. The student-teachers described their planning strategies and 
highlighted their concerns in lessons and interviews. Most of the student-teachers 
defined the question in the same way. They reported procedures of planning 
automatically from what they learned. Few could provide reasons for their actions. 
Few showed framing of the provided situation and interpreted the situation on the 
basis of their experience in trying to change it. Generally, they were concerned 
much about the fluent run down of the procedures in the classroom. 
4.2.3.1 General contents on questionflve 
In question five, the student-teachers wrote down how they prepared a lesson for a 
class ofPrimary Four on their major subject. Most of them listed out the basic steps 
for preparing a lesson following the text. The following were several ways that 
student-teachers used to describe how they prepare a lesson. First from a time order, 
they showed what teachers should do before, during and after a lesson. The main 
steps were as follows: (1) evaluate or understand pupils' prior knowledge; (2) study 
textbooks or related references; (3) set objectives on teaching; (4) design teaching 
activities; (5) assign homework; (6) reflect the process of the lesson with prediction 
of pupils' responses; (7) proceed the teaching schedule; (8) post lesson evaluation; 
and (9) self-evaluation. 
Second, from an order of teaching procedure, they listed out the basic steps during a 
lesson. Initially，the teacher should arouse pupils' motivation. Then they should 
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deliver the main contents with developing the main theme. Daily life application 
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and conclusion were provided to end up the lesson. Each step was explained and 
elaborated with examples. Some student-teachers wrote down concrete examples. 
One started her writing in'a Chinese composition lesson on the topic of supermarket 
which was related to our daily living. The student-teacher described how to elicit 
pupils' thinking process in detail, how to collect information for writing and how to 
implement group activities in ciass. Another exampie was how to find out a 
common denominator in a mathematics lesson. The student-teacher described the 
teaching process step by step. She reported in every detail what a teacher should do 
in such lesson. 
Besides reporting procedures, some of the student-teachers put emphasis on 
pedagogy from the above mentioned approaches. They described how to enhance 
learning motivation, learning efficiency, and pupil anticipation. Some other 
student-teachers put emphasis on characteristics of pupils. It included pupils' 
learning ability, prior knowledge, daily living experience and interests on the topic. 
Other student-teachers mentioned pupiis' learning environment, such as class 
learning atmosphere or classroom arrangement. Some on the availability of 
teaching time and whether the lesson could match school policy. Lastly, 
consideration of social and political factors were also mentioned. As a whole, 
almost all of the student-teachers could present theoretical procedures for preparing a 
lesson and showed consideration from different aspects. 
4.2.3.2 General contents on question six 
‘7*: 
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In question six, student-teachers simulate the situation in which they had to arrange 
an interview to release the academic report to a pupil through his or her parent. 
Most of the student-teachers showed the following four common aspects for the 
interview. First they would organize and analyse the pupil's academic report. All 
comments and erratum would be checked out. They asked themselves questions 
such as follows. Which subjects had better performance? Was there any 
improvement of the subjects? What was the rank of the pupil in the class? Did the 
result really reflect the pupil's performance? 
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Second, student-teachers would collect background information about the pupil. It 
• 
would enhance the communication between the parent and the teacher on the pupil. 
The background information included daily observation on the pupil performance in 
the class or in extra-curriculum activities. Further, the student-teachers would ask 
for comments from other subject teachers on the pupil's performance or studied the 
pupil's weekly journals. Some student-teachers would talk directly to the pupil in 
order to understand the pupil's school life. The third aspect was related to the 
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:'•>•. � 
logistic of the interview, that is, making the appointment with the parent with 
compromised date, time and location. 
On the fourth aspect, the contents of the interview were suggested. Student-
teachers would let the parent understand the objectives of the interview. After the 
interview, the parent would understand the pupil's academic result, conduct, 
performance in the class and in the extra-curriculum activities as well. The student-
teachers would point out the pupil's characteristics and suggest possible areas for 
improvement. Meanwhile, the student-teachers usually asked the parent about the 
performance of the pupil at home and whether or not the parent had difficulties in 
tackling the pupil. Some student-teachers would also provide useful booklet or 
pamphlet to the parent for teaching the pupil at home. As a whole, most of the 
student-teachers only described episodes for interview. 
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Reflective writings were used as the primary source for determining the levels of 
reflection of student-teachers. An extended coding scheme from Hatton and Smith 
(1995) was used as the framework for coding different levels of reflection. Features 
in different levels were identified as the evidence for assigning the level of reflection. 
Excerpts from reflective writings were quoted as examples for each level of 
reflection among different areas of questions. 
4.3.1 Level one (Technical reflection) 
For level one reflection, reflective writings appeared in a form of descriptive essay. 
There was no attempt to provide reasons nor justification for actions. Usually the 
writings were short, mostly not more than 150 words. As a whole, the writings 
were on simple lay person description. 
4.3.1.1 Reflective writings on controversial educational issues 
The studcnt-teachers were asked to comment on the medium of instruction in 
teaching and the proposed mother tongue education policy. As a whole, for those 
coded level one, they showed superficial discussion, some even had no clear stand 
point and probably not active in answering the question. Some responded by 
reporting their experiences only. They were not dealing with the problem 
concerned. In fact, some showed no indication of viewing the given situation as 
problematic. The following was one example. 
Good, not bad，can improve the present situation effectively. Have good 
foundation on mother tongue at young age and learn foreign language 
when grown-up, is a good method, a method to solve the low academic 
standard in Umguage of HongKong now. 
The student-teacher agreed to the use of mother tongue as the medium of instruction 
at young age just because she accepted that most children in Hong Kong have ,.’ 
generally with low English standard. She regarded the use of mother tongue as the 
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solution without giving explanation for her opinion. She showed no attempt of 
• 
seeking further inquiry. She showed satisfaction in making her conclusion to the 
question. • 
The student-teachers at this level had a general trend of using the following 
wordings: 
Ifeel that  
Iperceive that so Iperceive that...... Secondly, Iperceive that …… 
This suggested that their opinions based strongly on personal perception. As a 
reflective person, one would not just concern about one's perception. One should 
show the awareness of different viewpoints. 
Besides, most of the student-teachers put emphasis on describing how they viewed 
’ - - ' 
the choice of medium of instruction in teaching and rare response to context in the 
cited phenomenon. Some showed no responsibility in the consideration of the 
consequences of a projected step. The following was an example. 
In fact I think that the use of Chinese andEnglish as media ofinstruction 
in teaching should be in equal weighting. Children should be allowed to 
develop freely. It 's not suitable for grown-ups or adults to control what 
they should learn Let them learn better in the way suit them  
Their reasons for letting children make their choice could not be considered as 
responsible. Their implicit argument was all about human rights. However, it 
only exposed the weakness in tlie acceptance of different viewpoints. They could 
not be considered as open-minded either with respect to their response to this 
question. 
4.3.1.2 Reflective writings on learning and teaching experiences 
The student-teachers were asked to share experience on a selected meaningful lesson 
and on their practicum. These questions were designed with guidance in order to 
facilitate their writings. Usually, for those coded with level one, they answered 
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briefly on each sub-question without any elaboration. , 
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One example was t|;iat: 
1. School management. 
2. Administrative management in previous studied and practical school 
Compare and verify existing and 7iew knowledge. 
3. Not right now. 
4. The managerial skill can be applied on leading a group activity. 
Actually, the student-teachers were expected to respond to the sub-questions as a 
whole. The sub-questions only acted as the hints for elicit their reflection. 
However, they only provided answers with some key words. On the other hand, 
some could hardly find a meaningful lesson or could not associate with any learned 
knowledge. Their wording used was short, simple and strict but had no attempt to 
think more or write more. Some responses could be as simple as follows: 
Helping pupils with learning difficulties to learn effectively 
In fact, these student-teachers could not share why they thought it was meaningful. 
Besides, some student-teachers complained in their writing. The following were 
two examples. 
Example one: 
1. The teacher I substituted did not understand the objectives of my 
practicum. She did not ask [about my practicum]. She forced me 
to do this or that in her way. I f I really followed her instruction, I 
could not complete the designed work. Therefore I ignored her...... 
2 Ihad a feeling of *difficult to explore my will，. 
Another example: 
1. In my recent practicum, my partner requested a teaching period 
from me / discovered that she planmd not to use the period......I 
felt angry because she did not discuss and inform me"" 
2. This experience triggered my worry on my future colleagues in a 
similar situation On the other hand, in case of teaching period 
substitution in the future, Iwould keep a record on it. 
These student-teachers faced conflicts using wordings such as ‘not understand' or 
62 
‘angry，to express her feeling during the practicum. They could not settle 
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themselves in such situatiop except by complaining. In fact, teachers should be 
aware of unexpected outcomes of teaching. Reflective teachers should be 
responsible by not just concerning themselves with their own objectives but to be 
involved in a broader goal for the whole. The way of facing a conflict with the 
classroom teacher by ignoring her could not be considered as reflective. 
Some showed personal worries during their practicum, fearing that they were not 
capable to cope with the task. One said that: 
I had to teach English, I could not sleep for a few days. I was afraid 
thatIcould not present a good lesson to the class and provided no benefit 
to others. It was because I had no experience in teaching English. 
Also I was incapable of doing it. I got inadequate knowledge aud could 
not master well the teaching skills. I did not know how to teach a lesson, 
what were the procedures. I did it only by impression I am still 
scared on it even now…… 
The student-teacher directly reported her feeling in the practicum. What she gained 
from this experience was “I am still scared on it even now". Reflective teachers 
always thought back with a gain of reconstruction of their experiences. However, 
this student-teacher could say nothing on the influence of her experience in her 
teaching profession. She could not be regarded as reflective. 
4.3. J. 3 Reflective writings on planning 
The student-teachers were asked how to prepare a lesson and to plan for an interview. 
For those coded with level one mainly answered with what they learned from 
textbooks but no reasoning. Three examples were quoted. 
Example one: 






1. find out the theme 3. search teaching resources…… 
4. design teaching activities. 5. Assign homework..… 
« 
Example three: 
I will prepare the current academic report first......after 
understanding the conduci and academic achievement of the 
pupil, ,the behavior and their studies at home……deliver 
announcement collect receipt...…remind the date and time of 
intei^iew arrive 15 minutes earlier appropriate dressing.•.…give 
good comments first......suggest for improvement, then...... 
The above three are illustrated examples of using knowledge to direct practice. The 
student-teachers could list out all basic steps for preparing an interview but they were 
mainly based on their previous experience which was not situation-orientated and 
there was no reasoning as well. Reflective teachers should use knowledge 
differently according to different contexts. Externally-derived knowledge could be 
used as a guide to action only. 
Some student-teachers used personal experience as their rule-of-thumb in practice. 
The following were two examples. 
Example one: 
I had this experience, there was a lot of preparation work. 
Firstly deliver the announcement, and collect back the receipt...... 
Another example: 
I will not make any preparation on the interview. I only talk to the 
parents based on the academic report about the result and 
conduct. According to my personal experience, it is difficult for 
teachers to have a perfect preparation. The teacher can only recall her 
memory about the pupil..... 
These two provided examples for Zeichner and Liston's (1996) comment that 
teachers' personal experience was "frequently 'the stuff to which when they think 
about how they want to teach". The complete writing of the first example was 
exactly an agenda on school interview. The student-teacher showed no response to 
the given situation of the question: interview the parent of a primary four pupil. 
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She also provided no information of the context that she considered. She just 
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reported her personal experience. This could not be regarded as reflective. The 
student-teacher in tfie second example founded his action in his personal experience. 
What he illustrated might be the reality; however, his attitude showed the deficiency 
of whole-heartedness and responsibility. Therefore these writings were quoted as 
level one. 
-•* - • *_ 
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4.3.2 Level two (Descriptive reflection) 
For level two reflection, all the student-teachers addressed to the questions and 
focused on the relevant information given. Most of them attempted to provide 
reasons for arguments. However, the reasons stated from some student-teachers 
were simple and discrete. Evidence was found with little elaboration. Explanation 
or illustration on reasoning was also rare. Most of the opinions given were based 
on personal judgement or experiences. The student-teachers usually showed social 
efficiency approach of teaching. Therefore they frequently sought for the best 
possible practice. Viewing from the content and quality of reflection, some were 
still in behavioral or technical decision making level. However, they could evaluate 
their performances for certain aspects in a professional manner and could explain 
their actions with simple reasons. They also considered and reacted on the actual 
scenario. Furthermore, they could be aware of the effect of the outcome to the 
people concerned. 
4.3.2.1 Reflective writings on controversial educational issues 
, . .‘" 
Questions on the medium 6f instruction in teaching and the proposed mother tongue 
education policy were asked. The student-teachers coded in this level responded 
positively on the two questions. They could show their own ideas and attempted to 
explain. The following two examples could show some reasoning on their 
decisions made and the wording used such as "because" was noted. 
j » 
Example one: ^ ‘ -,：‘. 
‘ . . . . . - » ' 
I always agree with the mother tongne education policy to secondary 
schools and universities as well Generally, people may think that ihe 
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standard of English will be lowered after the use of mother tongue for 
learning. It is incorrect It is because......therefore it is unacceptable 
to say that usmg mother tongue for learning affect the standard of 
English. • 
Example two: 
In my opinion, using Chinese in teaching can arouse the motivation of 
learning for all subject, and have a better learning efficiency. It is 
because…… 
Reasoning at this level mainly based on a single context. Some put the emphasis on 
the role of the Government in influencing the adoption of medium of instruction in 
school. Some considered the learning efficacy of children. It revealed different 
core values of the student-teachers. They made their choices based on the beliefs 
and assumptions of their own. The following were two examples. 
Example one: 
Government has policies of upgrading English status, for example 
using English as the official language For improving the 
situation It shoiild start from the Government...... 
Example two: 
Selection of instruction medium in teaching affects the academic 
achievement of pupils. Most people think thai mother tongue is the best 
choice Western countries or China will not use second language to 
teach general subjects. For...... 
Most of the student-teachers were concerned about learning effectiveness. They 
showed their urge to seek for the best in practice in order to attain social efficiency. 
The following example illustrated that the student-teacher tried to express her flow of 
reasoning on the issue. She balanced competing demands with the choice of using 
language. 
Language is a tool for communication, therefore to employ an 
unfamiliar language for teaching will hinder the pupil from learning 
other subjects, and minimize the chance for communication there 
should be high efficacy when using a familiar language for leaming  
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4.3.2.2 Reflective writings on learning and teaching experiences 
4 
The student-teachers shared experiences on a recent lesson that they considered as 
meaningful and also shared events which affected their careers in their practicum. 
These questions were designed with guidance in order to facilitate their writings. 
Most of the level two writings could provide more information and relevant to the 
two questions. Some were shoit (about 100 words) but focused on the issues. 
Following was an example. 
In the recent lesson, 'Historical development in Mathematics, is the most 
meaningful lesson that I can think of. The new knowledge make me 
think of the High Mathematics that I had learnt in the College of 
Education hefore, and also what I had learnt in secondary school. In 
considering how to link the new and prior knowledge，I haven 't got a 
clear direction. Now I only understand the steps in proof on certain 
type of questions. I hope I can investigate more about the process 
through discovery of theorem until the theorem is verified so that I can 
memorize it more easily. The new hiowledge may be introduced to 
pupils later. 
The student-teacher in the above example showed motivation in further inquiry of 
the newly learned knowledge with the suggestion of ‘easier memorization' as a 
reason. Her idea was intact although she could not correlate the new and the prior 
knowledge. In fact, most of the student-teachers at this level explained with simple 
reasons on events or for their choices. They usually used wordings such as 
"because". Some examples were as follows: 
Example one: 
For me with experience, it could evoke alertness 
because therefore the talk from Mr. Leunggave me an inspiration..... 
Example two; 
/ think that it is very meaningful It is because she suggested many 





I think that learning in extracurricular activity is the most meaningful 
one. It is becuuse through the speech from guests, I can share their 
valuable experience  
Clear examples of reflection could be demonstrated in the writing of some student-
teachers when they reviewed their experience. The following was one example. 
»•-� 
……It is the first time I taught English in class. And I used English for 
the whole lesson. By observing the learning of the class, I clearly 
understand under what condition that..... The post-class evaluation from 
my partner helped me to discover Comments given from my partner 
and the supervisor after lessons, whether objective or not, M'ere worth 
considered deliberately......From this experience，I understood that it 
was essential to reflect currently. Action should be taken actively 
afterwards  
The student-teachers reflected on her practicum by evaluating of her teaching in a 
logical manner with reasoning. She reported several activities in practice related to 
teacher reflection which inciuded the post-class evaluation and comments from 
others after lessons. These activities did help the student-teacher reconstruct her 
beliefs. She understood more about the importance of continuous reflection in 
teaching. Besides, she showed a good attitude towards reflection. She appreciated 
the efFort from others and showed open-mindedness in willing to accept other's 
opinions. She also behaved whole-heartedly in teaching by noting the learning of 
the class purposefully. 
Some student-teachers showed reflection by recognition of teaching as problematic 
which usually started a reflection process. To explore problems for explaining 
some teaching situations is a way to provide reasoning. The following was an 
example. 
Although I had learnt many methods, problems from pupil appears in 
various ways. How to tackle it 011 time and provide help is a 
great knowledge，also is a question. Moreover, teachers have 




4.3.2.3 Reflective writings on planning 
• 
Simple reasoning could be identified in student-teachers' reflection on planning a 
lesson and an interview. The following two examples had a characteristic of giving 
simple reasons in every suggestion or action. The habit of rationalizing one's 
action was a clear evidence of reflection. 
Example one: 
……I will prepare some material which is done by the pupil in school 
other than his academic report......I hope parents can know more about 
the pupil and his potential I think that it is very important.....I will 
choose either daytime or at night, the purpose is to have adequate time 
to express opinions...."pupil should be here chance to express his 
idea. 
Example two: 
1. to understand the academic residt......for preparing material of the 
interview  
2. to know the behavior ofpupil in school.....because it is the concern 
ofparent...... 
3 prepare questions to be inquired from parents in Ofder to 
gather information conveniently  
4 to prepare suggestions for problems.…“Hope that the parents 
can assist in solving the problems at home. 
5 inquire from other teachers.......for preparing the contents...." 
Besides, most of the student-teachers at this level showed an urge to seek for the best 
possible practice. Usually they could give the reasons as well. They were not 
falling in the trap of technical reflection. They could make good use of their 
transmitted knowledge in planning to frame their own teaching context. They could 
ask question such as "what is worth teaching". They were continuously seeking for 
the best solution of a problem. They were ready for changes to fit the situation. 
The following were some examples. 
Example one: 
-;T '• ...... - - V - ^ " -
……to check what is WOrth to teach and checkfor erratum in the 
text."••I will set the teaching objectives how many lessons 
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needed......think how to teach. Besides traditional teaching approach, is . 
there any new teaching method that can be applied to stimulate 
pupils to learn. 
t 
Example two: 
Get familiar with the text. However, some texts are not good enough 
for our pupils, so, we may do SOme chcuiges to those problems...… 
Example three: 
/ will set the objectives for the interview in tltis way, it CCtn save , 
time for both and to have smooth and effective communication I have 
to collect some information opinions from my colleagues, and let me 
convey the message effectively direct contact through telephone in 
this way, parents can have a psychological preparation  
Evidence ofreflection could also be demonstrated in the situational orientation ofthe 
above examples. Simple reasons were identified to rationalize their actions. Good 
attitude towards reflection with whole-heartedness and responsibility further 
supported the evidence. 
In addition, some student-teachers could be aware of the practical context with 
appropriate suggestions for the lessons. An example was that; 
……set the objectives..... understanding the prior knowledge of 
pupils knowing the standard of pupils. For primary 4, English 
lessons in class starts to be more important, as the communication 
between teacher and pupil Therefore teachers should adopt a 
practically appropriate teaching approach to guide 
learning. design relevant activities according to their 
standards.....arouse motivation. 
Furthermore, some student-teachers showed awareness of the impact of her actions 
upon the pupils and parents. One example was that: 
In arranging the interview, I will consider the necessity of the 
interview It is because interview to both parents and pupil is 
considered as not a good experience. Therefore teachers should 
pay attention to the necessity of having an interview with parents, to 
avoid unseen pressure on pupils..…. 
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Evidence of reflection was demonstrated from the responsibility that the student-
4 
teacher showed in considering some unexpected outcomes of action that might occur. 
Simple reasons were also given to explain the consideration of the student-teacher. 
4.3.3 Level three (Dialogic reflection) 
For reflection of level three, the student-teachers showed deliberate consideration on 
questions. They could fully express themselves and showed analytical 
consideration on the questions. They could provide multi-perspective viewpoints 
on the issue discussed. Usualiy they showed integration of factors and made 
conclusion for their opinions. They provided reasons appropriately even with 
support from authorities. They showed deliberate thought on the issue and 
recognized its problematic nature. Exploration of reasons with possible alternative 
solutions was manifested. On examining the issue, they showed discourse with 
one's self. 
4.3.3.1 Reflective writings on controversial educational issues 
In responding to questions on the medium ofinstruction in teaching and the proposed 
mother tongue education policy, student-teachers showed deliberate thought on the 
issue and recognized its problematic nature. They also indicated exploration on the 
reasons. Their writing appeared in a certain pattern and with usual wordings such 
as "because”，"therefore", “besides”，and “on the other hand". The following were 
a few examples. 
Example one: 
According to the child developmental psychology......In the situation of 
Hong Kong, being a primary teacher, I think the former one is better 
because……Because of this, if only concentrate on developing of 
mother tongue education……It is impossible to be founded in Hong Kong. 
In addition, the English used by most of the Philippine domestic 
helpers are not up to standard..•…FuHhermore, in the social and 
actual environment in Hong Kong, parents would not accept this 
policy...…Therefore in the present sitimtion, it is not sidtahle to vse a 





this proposed educational policy is rather a controversial issue. 
First"…According to my opinion Besides, why the pupils in primary 
one to three...[..Andwhy they need to learn On the Otlier hand, will 
the building up of a good foundation of Chinese language facilitate the 
learning of English?  
The student-teachers in the above examples tried hard to seek for alternative 
possibilities as well as conflicting evidence. The strong recognition on the 
problematic nature of the proposed language policy started a series of reflection 
process. The perplex condition suggested from the policy evoked further inquiry. 
The student-teachers were not satisfied with only giving some reasons. They 
expressed enduring search to provide more reasons for opposing the language policy. 
This demonstrated clear evidence of the reflection process. 
Some student-teachers could identify the problematic nature based on theory. One 
commented: 
There is no actual data to support the hypothesis of having good Chinese 
foundation will facilitate the learning of English The research on the 
correlation between learning of Chinese and English languages will greatly 
affect the promotion ofthis policy. Whether learning good Chinese is capable 
of learning good English, this poUlt needs tO be discussed...…Another 
problem arises is......The above problems not solve yet. Thereforefor my 
opinion  
The student-teacher highlighted the perplex condition whether learning Chinese well 
would enable good learning of English. She showed reflection in continuously 
seeking for a trustworthy resolution. 
The problematic nature of issues might not definitely be identified, but some of the 
student-teachers could provide rather good theory-based support for their arguments. 
One example was: 
From the reports on Hong Kong language policy of the 
Educational Commissioning Committee， International 
Consultative Group indicated that： ifcMdren could use 'language 
/" ihe heart ‘ to learn, better resuL MVidd be obtained 'language in inc 
72 
••. 气 
heart，was the mother tongue language or the first language  
« 
Most ofthe student-teachers discussed the issues in a multi-perspective manner with 
4 
the consideration of multiple factors. Several examples were as follows. 
Example one: 
I feel that this proposed educational policy is not feasible. First......If 
this policy is really to be operated...…Otl the Other hand, the design of 
the policy Because this policy is a mono-perspective suggestion, it 
cannot provide a practical suggestion for implementation. Therefore 
just depending on this proposed ideal policy, it is not 
persuasive……Moreover, this policy may be opposed by schools..... 
Example two: 
I found that the learning of a language is just like cultivation of a 
habit..... transition from primary school to secondary school, it is difficult 
for pupils to adapt English as the learning medium..…In fact......the 
qualification of teachers is very important......Furthermore, I 
recognized that there is a drawback in using mixed language in 
teaching..... Therefore, we should standardize the language in 
teaching....At the same time, professional training in primary 
teachers is necessary..... 
4.3.3.2 Reflective writings on learning and teaching experiences 
The student-teachers responded actively in the sharing of experiences on a 
meaningful lesson and on their practicum. They were not limited by the guidance 
questions but showed integration of parts to have a coherent structure and meaning 
on their writings. 
The most impressive lesson recently is on 'management of thought and 
strategies in thinking’. It is because ‘teaching’ is not jiist the 
transmission of knowledge, but activation，cultivation and training of 
pupils thinking ability andstrategies are more important 
This lesson caused me to associate with my prior knowledge on the 
‘memory technique,. 'Experience，is the linkage I usedfor the t\vo. In 
order to have an effective and meaningjid ihiaking and memory, 
73 
售• 
experiences of pupils are very important. It includes the experiences in 
the pre-, during and post-process. * 
In my teaching process, I will try to give more chances for my pupils to 
explore their thinking and creativity when designing activities and in 
planning questions. I will not only request them to give answers from 
memory. 
In this ‘thinking’ lesson, I want to inquire into the exploration of 
creativity. 
The student-teacher in the above example showed good linkage in the learning of 
thinking strategies with the prior knowledge of memory techniques. This stepping 
back led to deliberate thought of transmitted knowledge to link the two. In the 
reflective writing, the student-teacher expressed her beliefs on teaching as cultivation 
of thinking ability. She received the knowledge of thinking strategies in light ofher 
beliefs. She made use of the transmitted knowledge as evidence to support her 
beliefs. The series of process in examination of past experience demonstrated 
evidence of reflection. 
Some student-teachers could not provide an integrated writing as above but they 
showed their thinking had such process. The following was the example. 
……And I will think deliberately whether the teaching content from 
my lecturer is matched with that from the speaker. I will integrate 
the contents from both the lecturer and the speaker and think aboilt it 
carefully…… 
Some student-teachers could recognize the inconsistency which occurs between 
theoty and practice. This provided the starting point for a reflection process. One 
commented: 
In this modern society, whether or not children literature still has its 
meaning. It is because there are a number of children literature stress 
on the cultivation of the cognition and spiritual development of children. 
Howevety the thinking of children in this society is not as 
pure as before. When they read the final episode of the story 'Seed of 
Happiness，，they will blame on the child who is too stupid to sacrifice 
himselffor the others.…“ 
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The student-teacher did not stay in describing the marvelousness of children 
« 
literature but interpreted the transmitted knowledge on the basis of her experience in 
the social reality. • This reflection process allowed her to challenge the role of 
children literature in education. 
The voice of student-teachers could be heard from the writings of level three 
reflection. They explored alternative ways in a professional situation. The 
example below illustrated a student-teacher's dialogue to herself. 
Pupils with large difference of learning ability, there are six to eight 
new immigrants..... This let me to have reflection that I will face the same 
circumstances when I become a teacher. How tO tackle? How tO 
help those pupils?……My impression on those teachers was that 1hey 
were not interested in teaching, they were lazy, and completely not 
motivated. This causes me to have reflection on what happen when I 
become a teacher. How can I face those teachers? Will there 
be any effect on my career? Will I be influenced by those 
teachers? 
4.3.3.3 Reflective writings on planning ^ 
Student-teachers were asked on how to plan a lesson and an interview. Those 
coded level three could show deliberate consideration on their writings. They got 
systematic ideas in presentation. They could probe the issue in detail. One 
commented. 
overview related books of guidance check special 
characteristics of the class......and academic reports......talk with 
colleagues, to further understand......check out the teaching objectives, 
recommended activities, and evaluation methods study in detail on the 
text and make sidtabIe adjustment on negative teaching context or those 
inconsistent with real situation. To modify the teaching context that will 
fit into the child cognitive development and up to moral standard......And 
talk with colleagues again for final amendment of the planning.....The 
final step is to inquire into the text deeply, and construct effective 
teaching activities..... .frequently reflect on the whole design andconcept. 
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The student-teacher in the above example provided a complete list of procedures in 
身 
planning a lesson. The detail description in each step revealed her good attitude in 
reflection with whple-heartedness. She modified the transmitted knowledge she 
received from College and integrated it with information in her beliefs such as “to 
modify the teaching context that will fit into the child cognitive development and up 
to moral standard". 
• , , * 
The following showed another example of systematic presentation. The student-
teacher showed integration of parts to have coherent structures and meaning. In 
each step, he suggested intact and clear transmitted knowledge and provided 
elaboration in each step with substantial reasoning. His writing showed the 
integration of theory and practice in a good linkage. This provided good evidence 
of reflection in teaching. 
……in an English lesson, we usually have four main parts ‘motivation，， 
‘presentation，’ ‘practice，and ‘conclusion，. We may add /" 
some new elements like ‘appUcation，..... 
In the ‘motimtion，，III try tO do SOmetlling in order to stimulate the 
students.....The most basic reason is trying to arouse their interests.""if 
this is the second lesson.....the 'motivation ‘ part can be used to recall 
relevant information. 
Then, Fll try to find something which is preferably be related io 
students ‘ daily life or previous experiences to introduce the content 
The advantage ofiising something they are familiar with is various...... 
Here, we come to the practice stage and the conclusion stage. Fll 
surely set an authentic situation to them. I，ll make them USe the 
language in a meaningful way instead of reciting certain targets...… 
To conclude，III give them some tasks to consolidate what they 've 
learnt.…“ 
Some student-teachers may voice out their process in reflective thinking. One said; 
“…When the plan has been completed, I will apply different teaching 
methods to make the lesson more interesting..... After that, I will ask 
myself, how students think during the lesson, woidd they feel interesting, 
exciiing or boring? Do they hiow what I am talking about? 
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And I will try to adjust the plan. ‘ 
4.3.4 Level fou'r (Critical reflection) 
No student-teacher was assigned level four according to the mode of level of 
reflection in the six questions. Only four writings (1%) were coded as level four. 
• • • . 
There was no common characteristic among the four writings. However these four 
writings shared some features as follows. The student-teachers showed multi-
perspectives on discussion and gave strong reasons to make choices. They also 
discussed the issue fully on the awareness of influence from social and political 
contexts of Hong Kong. The following examples highlighted the moral, social and 
political aspects. 
Example one: 
I don，t completely share this view. It is true that the will ofparents 
do influence on educational policy. But in Hong Kong, the use of 
language is obviously influenced by the rule of colonialism Obviously, 
the use of mother-tongue is becoming more importance in the 90s. 
Reasons are simply due to the '97 Return, and the growing important of 
China in economy [ofHong Kong]. It is certainly understandable in the 
strong emphasis of the use of mother-tongue politically and SOCially 
[in Hong Kong]. In fact, the Hong Kong government is now promoting 
an educational reform to cope with such changes. First...... reaction 
from publics on the policy seem to be unsatisfactory：  
What are the reasons? First Therefore, the change of such thought 
should begin in the change ofsOCial c0ncepts This give witness to 
the public on the importance of using Chinese. It is necessary for the 
public to view using Chinese as important in order to achieve the purpose 
of changing the SOCial c0ncepts. 
On the other hand, the resources given to [schools] to cater for the need 
are insufficient despite the advocacy ofmother tongue education by the 
Education Department. [The reality shows] just the 
opposite Something must be done to the allocation of resources.  
Besides, it is impossible to promote mother tongue education due to a 
lack of a set of high quality textbooks. and the recently introduced 
TOC textbooks are also with many mistakes. As in the idiom: ‘if 
something is expected to be done well, the tool required must be 
sharpenedfirst，...... 
……However, in such a special [social] environment as in Hong 
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Kong, it is impossible for [pupils] not learning English but have mother-
tongue education only. How to set the balance between learning vf 
English an4 Chinese ?:..... 
# 
Another example: ‘ 
1. In my opinion, medium of instruction in teaching has various effects 
on different types，and backgrounds of children. For 
example, for a school mixed with new immigrants, it is difficult to use 
English as the teaching language w class. In actual situation we 
cannot use pure Cantonese but with some Mandarin  
2 Hong Kong herself is a special city. Besides affected by 
teachers, children，s learning of languages are greatly influenced by 
family and society. Can a pupil studying w a Chinese Medium 
Instruction school he communicated with his parents and domestic 
helper only in Chinese at home? 
3 The atmosphere of the society is really forcing pupils to use 
mix language for communication. It is impossible to have a change 
for the moment...... 
4.4 Summary 
Based on the findings, the student-teachers in the present study could demonstrate 
evidence of reflection in three different areas of reflective questions. They 
expressed different levels of reflection including technical reflection, descriptive 
reflection, dialogic reflection, and critical reflection. Most of the student-teachers 
indicated clear characteristic on descriptive reflection level that suggested reflective 
behavior with simple reasoning on discussion. Some showed deliberate and multi-
perspective consideration on reflective questions with the exploration of possible 
reasons. Few writings were rated at critical reflection level, but no student-teacher 
indicated critical reflective consideration in all areas of reflective questions. 
•. •- •"-
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Chapter 5 Discussion 
0 
4 
5.1 Research question one 
Are student'teachers able to demonstrate evidence of reflection in 
different groups of educational issues? 
The findings of this study showed that the majority of student-teachers could have 
reflective experience which in turn could lead to analysis and evaluation, and then to 
further reflective action. Based on the framework from Hatton and Smith (1995), in 
which the concept of reflection was grounded by Dewey and Schon, the participants 
were able to demonstrate evidence of reflection on the educational issues through 
their writings. Through the retrospective self-evaluation writing, the thoughts, 
feelings and behaviors of the student-teachers could be examined. 
5.1.1 Demonstration of evidence of reflection in response to controversial 
educational issues 
The student-teachers indicated reflection from reflective questions on the discussion 
of controversial educational issues. There was 69.2% rated as level two in this area 
of questions, with about 10% more than the overall percentage in the six questions. 
Most of the student-teachers considered the discussed issues as problematic. Some 
were puzzled by the social phenomenon in the selection of CMI or EMI schools. 
Some were uncertain about what should be the best choice in the adoption of 
language for teaching and learning. They found the proposed language policy, 
delay-English learning in primary schools, a dilemma in which a choice was difficult 
to be made for any parties such as pupils, parents, teachers, and schools. They 
obviously doubt the practicability of the implementation of the proposed policies. 
The evidence of reflection was also found when the student-teacher framed the 
questions from the other way with theif past experiences. For the comments to the 
proposed language policy, some of the student-teachers directly pinpointed the 
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problem to the successfulness ofpedagogy used in teaching language rather than the 
administrative policy in English language. They insisted that having good teacher 
qualification and employing effective methods could highly improve the poor 
language standard ofchildren nowadays. Some could set the problem according to 
school contexts that they had experienced. They recognized that the main reason 
for poor language standard was due to the abundant number of unmotivated learners 
in schools. They argued thai the whole language approach of teaching language 
was more appropriate than the use of structural approach in which emphasis was put 
on teaching English language structure. Pressure from parents and schools also 
hindered the development of fun teaching in language subjects. 
The evidence of reflection also revealed in the inquiring into the controversial 
situation. Some could search for a good choice by suggesting different viewpoints 
from the literature. They explored reasons for the preference for EMI schools. 
The student-teachers expressed continuous searching for the solution. Their 
seeking behaviors were guided by the reflection process which one possessed due to 
the dissatisfaction of just making a conclusion (Dewey, 1933). They really 
demonstrated enduring search in order to suggest a tentative solution of 
trustworthiness. 
The evidence of reflection could be shown when the student-teachers made clear 
their standpoints. They witnessed their reflection process by providing explanation 
in their points of view. The reasons they suggested revealed their beliefs and 
assumptions on teaching. Some indicated a strong belief on child-centered 
education. They always viewed from the best interest for children. Some exposed 
their political value of freedom by suggesting a free choice of language used by 
children themselves. Teachers' values guided their reasoning (Haudal and Lauvas, 
1987) and as a result, made up their choice. Some student-teachers could give a 
fruitful response driven by what they valued. The discussion of this issue also 
revealed the belief on the goal of education from the student-teachers. Some 
explained and elaborated on how to achieve a designated goal. Some challenged 
the goal that was usually considered as taken-for-granted and grounded their beliefs 
on a broader goal of education. 
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They discussed the issues by comparing benefits as well as disadvantages for 
different parties in the teaching enterprise. Some demonstrated active and careful 
consideration of any belief or practice in light of the reasons that support it and the 
4 
further consequences to which it leads (Dewey, 1933). They behaved open-
mindedly by being "willing to listen to and accept many sources of understanding 
using reasoning capacity as well as emotional insight". Some could show 
multifaceted consideration on the issues by giving substantial information from 
• .•�-
different viewpoints. They showed "propensity to consider alternatives and 
reconsider preconceptions" which was suggested by Laboskey (1993, p.30) as one 
feature for someone to be reflective. More student-teachers could discuss these 
controversial issues from different perspectives, this explained why more writings 
were rated in higher reflection levels and only 16.0% were rated as level one. 
5.1.2 Demonstration of evidence of reflection in response to learning and 
teaching experiences 
The writings on Area two rated in different levels of reflection were similar to that of 
the overall six questions and level two was also the dominate (59.3%) level of 
reflection. Area two questions allowed the student-teachers to step back to analyze 
their experiences in learning and teaching. It referred to what Schon (1983) called 
the reflection-on-action that might lead to a new perspective of viewing their 
experiences after reflection. Schon (1983) explained, through problem setting and 
problem solving, one's experience was reconstructed. By reflecting on their own 
teaching, the student-teachers "find out what was successful and what was 
unsuccessful in order to refine their own teaching practice，，(Reynolds, 1992，p.24). 
The student-teachers used various assessments to fmd out if their teaching methods 
were working well. Some student-teachers described simple research that they 
designed in their practice to testify what they learned in theories. 
Some student-teachers demonstrated evidence of reflection by describing their post-
active teaching task. They discussed lessons with their practice-peers, classroom 
teachers, and practicing teachers. They reflected on pedagogical procedures as 
well as some underlying teaching principles. Some could describe the benefit from 
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such post-lesson discussion. They indicated good attitude in reflection by listening 
to others' opinions. Some expressed their appreciation to others' methods.. Some 
even employed others' suggestions for improvement. 
The student-teachers exposed their beliefs and assumptions from different concerns 
in post-lesson reflections on teaching. Some reflected concerns about the clarity of 
their expianations and tlieir ability to respond to students' questions as weil as 
students' participation in the lesson. Some focused on evaluating the degree of 
understanding of the material from the students and on the events that they 
considered as worthy to be noted in the lesson. Some only mentioned classroom 
management issues and their own effectiveness. However, some kept their eyes on 
a broader goal in education. Some could take the chance in practice to testify 
their own theory in teaching. They discussed not just the effectiveness but the 
underlying implications of their findings from researches based on their transmitted 
knowledge. 
The student-teachers used different approaches in responding to question on their 
teaching experiences. Some wrote lengthy description on events happened, 
complaints to classroom teachers and school policies, or in a form of introspective 
report on their work. Some presented an evaluation report by giving reasons for 
their planning, their action, as well as the outcomes. Some could explore reasons 
for others' action and show insights from others' professional behaviors including 
their sense of responsibility, their commitment in teaching, their teaching 
competencies, and their relationship with students. 
In responding to question on meaningful lessons, the student-teachers exposed their 
reflective action from their own motivation and philosophies in learning. Evidence 
of reflection could also be captured when the student-teachers associated new 
knowledge with prior knowledge as well as in their response to further investigation 
of the new learned knowledge. Reflection could be observed in the theory and 
practice linkage process. Student-teachers' past experiences, together with what 
they obtained in transmitted knowledge and their underlying beliefs and values, 
revealed their appreciation system which structured studebt-teachers' work. 
Zeichner and Liston (1996, p.27) suggested that personal experience informed "who 
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Some student-teachers showed high motivation in sharing their past learning 
experiences. They described their insight from what they claimed as meaningful 
lessons and provided reasons for their choice. They illustrated the influential 
lessons with concrete examples for the claimed lessqns so that any other person 
could share their feelings. Some described how their beliefs were reconstructed 
,..- ' • - . " . . 
when they employed the new knowledge to frame their past experiences. They 
showed willingness to accept new knowledge. They were open-minded in 
discussing the strength of the new learned knowledge as well as exposing their 
weakness in the past. 
The evidence ofreflection could be captured when student-teachers expressed puzzle 
or doubt in the comments to the newly learned knowledge on teaching profession., 
Their experiences exposed the way they received transmitted knowledge. Most of 
the student-teachers showed selection of useful materials for their own teaching 
styles. Few showed whole copy of the transmitted knowledge without thoughtful 
personal understanding before application. The evidence of reflection was 
witnessed as the student-teachers showed their rational comparison on the new 
knowledge with the prior one. They stated how they integrated the newly learned 
knowledge into their practical actions. Some even testified the newly knowledge 
before actual practice in teaching. 
5.1.3 Demonstration of evidence of reflection in response to planning 
Evidence of reflection could also be found in Area three of questions on pre-teaching 
tasks, planning. The student-teachers acquired the planning skills in their teacher 
training program. The way they presented the transmitted knowledge was a clue for 
finding the evidence of reflection. Dewey (1933) distinguished reflective action 
with routine action which was merely the agents of others and uncritically accepted 
transmitted knowledge. The student-teachers generally showed less evidence of 




questions. More than thirty-two percent of the reflective writings were rated as 
level one, a significant difference from Area one and two, which had the percentages 
of 16.0 and 23.3 respectively on the same level. Quite a lot of the student-teachers 
reported a series ofsteps or procedures that they would follow in the preparation o fa 
lesson or they would do in a lesson. This might imply their assumptions of 
regarding transmitted knowledge as rules for practice. 
However, some student-teachers pointed out the fact that following the usual and 
formal procedures of a lesson plan was especially important for student-teachers who 
were not familiar with the actual classroom contexts. The student-teachers they 
were considered as reflective when they provided reasons for their choice or actions. 
Some student-teachers reflected that the way they used, following some standard 
planning procedures, was suitable for their own situations. They demonstrated 
good understanding on their suggested rationales and their responses were presented 
in a logical way. 
Evidence of reflection could be found even though the writing was in a list of 
procedures because the student-teachers suggested reasons for actions as far as 
possible. Some could give justification for each procedure. They explained the 
importance for arousing interest in learning. They even suggested methods to 
arouse motivation. They could provide full and concrete examples for the use of 
diversified teaching methods as well. 
Some described step by step the procedures to run a lesson on a particular selected 
topic. Evidence of reflection was demonstrated when they illustrated collection of 
information from multiple sources for the lesson and showed consideration on 
multiple factors according to the characteristics of the class. Their reflection 
process could also be revealed by giving reasons to the topic chosen for teaching. 
They described the consideration of pupils' learning ability, prior knowledge, daily 
living experience and interests. 
•..j： 
For planning an interview, such formal procedures as found in planning a lesson 
were not common. The main reason was related to no direct training on the topic of 
interview in school had been given. On the other hand, most of the student-teachers 
84 
• • 
had no experience on it. As a result, some student-teachers discussed the planning 
by setting the problem in certain contextual environment by their own. Furtftermore, 
the student-teachers often showed consideration of various factors, including 
# 
background information of pupils and their parents, pupil's general academic results 
and conduct, their performances in class or comments from other teachers, before 
delivering the pupil's academic report. 
广-
5.2 Research question two 
What are the levels of re flection of the student-teachers? 
The findings of this study in which student-teachers e.xpressed different levels of 
reflection in teaching showed a similar phenomenon as compared with the other 
studies (Zeichner and Listen, 1990; Spark-Langer et al., 1991; McLaughlin and 
Hanifin, 1994; Pultorak, 1993，1996; Hatton and Smith, 1995). Although 24% of 
the writings were rated as technical reflection level showing little evidence of 
reflection, no student-teacher was found to present all writings of such ieveL They, 
more or less, had writings of the other levels: descriptive reflection, dialogic 
reflection, and critical reflection. Some showed the presence of various levels of 
writings according to different areas of reflective questions. Obviously, different 
areas of questions might elicit different levels of reflection. In the present study, 
technical and descriptive reflection were found to be the usual levels. Few cases of 
dialogic reflection were identified but no student-teacher could be regarded as having 
critical reflection at all time. 
5.2.1 Technical reflection 
From the present study, 14 student-teachers (16.2%) were identified to possess 
technical reflection. Their reflection was considered as technical because they 
demonstrated high concern on themselves in their writing and they were task-
.:， . “ ' - • • . •••• 
orientated. They showed obvious behaviors iii what Fuller and Bown (1975) 
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described in “survival stage" of beginning teachers. They were "concerned about 
« 
one's adequacy and survival as a teacher, about class control, about being liked by 
pupils, about supen^isors' opinions, about being observed, evaluated, praised, and 
failed (p.37)". Student-teachers of technical reflection level concerned about their 
abilities to cope with the tasks. They pointed out unsympathetic critics of the 
classroom teachers whom they were observing. Complaints could be found in 
reflective writings especially on questi6ns"Healt with practical experience. In this 
level, most of the student-teachers' writings showed descriptive writing type. Some 
showed evidence of reflection of other levels on certain questions. 
In summing up the common features in the reflective writings for the student-
teachers of the technical reflection level, they could not identify the problematic 
nature of designed educational issues. They defined all problems simplistically. 
They ignored the complexities of teaching and learning situations. They dealt only • 
with routine classroom decisions that did not require much time or energy. They 
got no sense that the problem might be defined differently. They had no attempt to 
search for a solution or solutions. They rejected the idea of further inquiry and 
showed satisfaction to end a discussion as they thought that the problem has been 
solved. In fact, this level of student-teachers would be described as non-inquiring 
problem solver if categorized by Henderson (1992) or as non-reflective thinker by 
Dewey (1933). 
With regard to reasoning, the student-teachers in the technical reflection level were 
very weak. They could addressed to questions but simply described events (Hatton 
and Smith, 1992). They rarely provided justification on the issue discussed. They 
accepted the reality and gave no comment on proposed educational policies. Some 
did give their preferences on the adoption of medium of instruction in teaching and 
on proposed policy of delay-learning of English, but no reason could be found for 
their choices. Something which seems to be clear is that the student-teachers did 
not always use reflective thinking in each operation of teaching. Their actions 
showed habits to cope with the task but not recognition of the actual context. Their 
perception on teaching seemed to have come from their personal experiences when 
86 
.-
they were in schools. Personal experiences greatly influence their teaching 
behaviors. Similar pheno.menon was also observed by McLaughlin and Hanifin 
(1994), Sparks-La^ger et al. (1990), and Ross (1989). 
As commented by Valli (1992), technical reflection narrowed the content of 
reflection as well as adversely affecting the quality of reflection. Externally-
derived research knowledge had high authority to directing actions in practice. This 
was obviously revealed from responses to questions on planning. The standard 
planning procedures for a lesson completely directed the practice. The student-
teachers usually became ‘stuff by their personal viewpoint (Zeichner and Liston, 
1996). They showed low motivation in considering other's opinions. They were 
not open-minded that they did exhibited inertia of staying at their own idea. They 
bounded themselves so much that it is rather difficult to expect an improvement from 
them. In fact, student-teachers in the technical reflection level showed some inert 
characters ofcommonsense thinkers to reflection according to Laboskey (1994). 
5.2.2 Descriptive reflection 
Sixty-four student-teachers (74.4%) with descriptive reflection level formed the 
major group in the findings of the present study. From all three areas of reflective 
questions, the percentage was rather constant at about sixty. The student-teachers at 
this level could provide justification for events or could give reasons for action taken. 
Their reasoning was simple, mainly based on tradition or personal preference only. 
However, this awareness of impact of his or her actions upon others provided 
flexibility for them to leave farther away from self. Their concerns moved from self 
to task and impact. They showed capability of mastering the content to be taught, 
managing disciplinary problems in class, and willingness to be evaluated by others. 
What they behave manifested the pursuit of the best possible practice that Fuller and 
Bown (1975) described as teaching situation concerns. They were concerned about 
methods and materials，the limitations and frustrations in the teaching situation. 
They were concerned about the varied demands made on them in teaching. This 
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mode of concern was easily recognized when the student-teachers reflected on 
• 
questions about experiences. They focussed on their own experience. Actually, 
they frequently analyzed their performance in the professional role. 
ln discussion of recent controversial educational issues, the student-teachers at this 
level expressed great concerns on the benefit of pupils. They were aware ofpupiis' 
ability and cared about the ultimate function of employing different languages on 
pupils' learning. With regard to questions on teachers' planning, student-teachers 
focussed on the adoption of various teaching methods for efficient teaching. In 
showing their experience on practicum, they usually drove on the effectiveness of 
teaching. They sometimes made clear the purpose of all this action was achieving 
learning efficiency. They moved from a self-oriented manner to a task-oriented one 
and tried all their effort to make a good job. They addressed pupils' problem of 
unmotivated-learning habit. They used diversified methodology to arouse pupils' 
interest in learning. 
Different from those in technical reflection level, the student-teachers at descriptive 
reflection level could take account of factors which impact upon the practical context. 
They could show the recognition of alternative viewpoints and consideration of 
multiple factors with guidance. They behaved as an alert novice in the category of 
Laboskey (1994). For an alert novice, Laboskey characterized them by their 
means-ends thinking, with strategies employed and imagination cultivated. They 
showed reasoning grounded in knowledge of self, children, and subject matter. 
They were growth-oriented and open to learn. In the present study，a large group of 
student-teachers seemed to be of this category. 
5.2.3 Dialogic Reflection 
Eight student-teachers (9.4%) were identified to show dialogic reflection which were 
characterized by showing multi-perspective viewpoints and making decision 




demonstrated exploration ofaltemative solutions. The student-teachers at this level 
always expressed their awareness of the problematic nature of professional *actions. 
They recognized the dilemma of controversial issues and showed an exploratory 
approach on inquiry. ‘Thinking back, actions expressed their deliberate consideration 
on teaching activities. Wales (1995) highlighted the learning of bringing student-
teachers thought back to orderly steps of decision-making operations. Hatton & 
Smith (1995) also put emphasis on the action of 'thinking back’ in the process of 
reflection. 
The reconstruction of past experience to provide a new perspective of knowing was 
found to be a common feature in dialogic reflection. The student-teachers 
employed various ways to dialogue to themselves. They asked questions to 
themselves for clarification of the puzzling or uncertain situations. They mulled 
about their experiences and thought deliberately. As shown in the present study， 
student-teachers recalled their prior knowledge or lessons that they considered 
meaningful. The fact was that when student-teachers with substantial knowledge or 
experience linked to the ideas of a meaningful lesson, they could easily get access to 
the new concepts and richer network of meaning on which to reflect than one whose 
exposure was limited. 
5.2.4 Critical reflection 
In the present study, no student-teachers could be identified of possessing critical 
reflection. Some student-teachers might jump immediately to the ethical and moral 
aspects of teaching, as reputed by Spark-Langer et al. (1990), but they showed 
weakness in analyzing discrete events in terms of pedagogical concepts or principles. 




5.3 Concluding remarks 
4 
Teaching is a con?plex activity that is highly demanding both cognitively and 
affectively (Clark and Peterson, 1986; Shulman, 1986; Sparks-Langer and Colton, 
1991; Yinger and Clark, 1981). The quality of education in schools could be 
improved by teachers' professional growth through reflection. The development of 
critical thinking should be heipful (Carr and Kemmis, 1986; Eibaz, 1988; McNamara, 
1990; Smyth, 1989; Sparks-Langer and Colton, 1993; Wildman et al. edited in Clift, 
Houston and Pugach, 1990; Zeichner, 1990) Quite a number of the student-teachers 
use descriptive writing, but they could show more or less evidence of reflection of 
the other levels among the six questions. The current reflection of the student-
teachers was found mainly on descriptive reflection level. It was reasonable since 
technical reflection and descriptive reflection levels revealed the charactcristics of 
beginning teachers (Fuller and Bown, 1969, 1975; Kagan, 1990; Morine-Dershimer 
. . - ••- ^  
1989; van Manen, 1977). The student-teachers did show the capability of selecting “ 
^ ,. 
educational theories for teaching process flexibly. They could modify their actions 
to suit the changing teaching context as well. That means they could link theory 
closely with practice. In fact, they built up a strong belief that reflection is 
important for successfiil teaching. As Pugach and Johnson's (edited in Clift, 
Houston and Pugach, 1990) comment, 
Through reflection, teachers might develop new patterns of thinking with 
which to approach the complex environment of teaching as a whole. 
Specifically, the development of reflective patterns might enable teachers 
to step back from their routine ways of approaching problematic 
classroom dynamics and consider alternative instructional and 
management choices in the classroom and the impact those choices might 
be expected to have on students struggling with learning and behavior 
problems. Consistent with theoretical concerns regarding the function of 
community and dialogue in reflective teaching ... [teachers] gain 
confidence in their own strength as professionals, (p. 186) 
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Chapter 6 Summary and Conclusion . 
« 
6.1 Summary of findings 
Most of the student-teachers demonstrated some evidence of reflection with respect to 
their core values, personal experiences, and transmitted knowledge. Technical 
reflection (24.0%) and descriptive reflection (60.4%) were the common levels of 
reflection found among the student-teachers based on the framework developed by 
Hatton and Smith (1995) in this study. Few cases at dialogic reflection level were 
identified and no student-teacher was regarded as having critical reflection. These 
results gained strong support from the other studies (Lee and Wong, 1995, 1996; 
McLaughlin and Hanifin, 1994; Pultorak, 1993，1996; Sparks-Langer et al., 1990; 
Zeichner and Listen, 1990) in that student-teachers usually possess low levels of 
reflection and the critical reflection expressed were often brief and superficial. The 
characteristic of the student-teachers with technical level was that they could not 
identify the problematic nature of educational issues. In usual practice, when 
teachers reflect on educational problems or learning situation, they identify the 
problem, tried out one or more solutions and engage in further inquiry. However, the 
student-teachers at the technical reflection level defined all problems simplistically. 
They ignored the complexities of teaching and learning situations. They rejected ideas 
of further inquiry and show satisfaction to end a discussion as they think that the 
problem has been solved. The student-teachers at the technical reflection level rarely 
provided justification for their actions. Reflective thinking, described by Dewey， 
could not be found from them in usual operation of teaching. 
Li conceptualizing reflection, reflection originates from a sense of puzzle that elicit 
recursive process of examining one's appreciation system. The student-teachers 
could examine their practical theory with respect to reviewing their personal 
experiences, using transmitted kiiowiedge, and understanding their values and beliefs. 
When the student-teachers are confronted with reflective questions on current 
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controversial issues, their standpoints and opinions revealed their own beliefs and « 
values. The current reflection of the student-teachers found in the present study 
showed that most.of them expressed an educational values in a narrow sense of 
concerns in the classroom. Their beliefs were founded on child-centered education. 
They were concerned with the well-being and interests of the children most. They 
emphasized on efficient and effective teaching rather than insisting on meaningfiil 
learning for a global view on the teaching goal. 
Reflective questions on recalling the student-teachers' learning process could reveal 
their habit of reflection-on-action from past experience. The current reflection of the 
student-teachers showed that most of them seldom showed stepping back behavior 
even though it was something they considered as meaningful. There was little 
evidence that they had deliberative thought on them. 
From the responses to reflective questions on using transmitted knowledge in planning, 
it was revealed that most of the student-teachers received knowledge as rules for 
practice. Their freedom to think and act was highly restricted by externally-derived 
knowledge. They showed inertness in assessing the transmitted knowledge through 
their own experience and values, few could reconstruct their own beliefs through 
meaningfiil reflection. The extra high percentage (32.7%) on level one from 
questions in Area three reflected this fact. Their prior knowledge in planning 
teaching activity overrides their awareness on the situation of the pupils in primary 
four. 
-... • . . 
The researcher agrees with Valli (1992) and MaCarthy et al. (1989) that deliberative 
and dialectical modes of reflection should be distinguished from technical reflection 
and critical reflection is a higher level of reflection. The knowledge about teaching 
was used to inform，not direct, practice. The knowledge should be used differently 
according to different context. Decisions or actions should only be made after 




examination of the problems from several practical and philosophic perspectives. 
Externally-derived knowledge about teaching was less important. It was not used as 
a guide to action. Reflection was individual based. Student-teachers were urged to 
draw upon personal knowledge to transform or reconstruct their experience (Clift, 
Houston, and McCarthy, 1992). 
6.2 Implications for teacher education and future research 
The findings concluded that some student-teachers were reluctant to express queries 
or concerns in examining their own teaching in a critical way. They seemed to be not 
familiar with recognizing the inherent conflicts and complexities of teaching. They 
showed difficulties in generating ideas or strategies for dealing with them. These 
student-teachers should be trained to be what Laboskey (1994) called the alert novice 
so they have potential to develop various levels of reflection that favor their teaching 
career. 
Reflection happened when teachers were self-assessing critically in an environment of 
• openly acknowledging the conflicts and complexities that pervaded their experience 
(Dewey, 1933). From the findings, the student-teachers have their reflection which 
emphasized the teaching-learning process. They could be described as having a 
technical orientation as what Valli (1992) described because they focused on the 
means of delivering instruction. This suggested the cultivation of refIection towards 
deliberative rationality in relation to social aspect is necessary. 
From the findings, most of the student-teachers only addressed the procedures for 
delivering education. They seldom examined some important questions about the 
purposes, values and goals of schooling. They limited the scope of reflection to the 
method of managing classrooms and delivering instruction. Only some of the 
student-teachers could make instructional decisions according to different contexts 
and they could make normative question about the purpose and goals of schooling on 
educational practice. They were reflecting in a broader scope. This further 
suggested the need for development of dialogic and critical types of reflection, lt 
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may be achieved through a purposefully structured training program on reflective 
teaching as those suggested by Zeichner (1987), Zeichner and Liston (1996), and Ross 
(1993). . 
The researcher shared Ross's (1989) view that the discussion of levels of reflection 
was not just on the elements of the reflective process. First, there should be an 
increase in the range and depth of knowledge in each student-teacher's appreciation 
system. Their value, knowledge, theories as well as practice should be developed. 
Second, there should be the development of attitudes and abilities that allow 
introspection, open-mindedness, willingness to accept responsibility for their decisions 
and actions. In this way, student-teachers can become engaged in thoughtful 
reconsideration of all that happens in a ciassroom with an eye towards improvement. 
They can show willingness to consider new evidence and admit the possibility oferror. 
They can develop to be responsible practitioners in the teaching profession. 
. .~ 
Ross's (1990) suggestion on the fostering of reflection came to the same conclusion to 
the present study. She suggested that the development of a lower level of reflection 
was essential for future reflection. She believed that ‘change in perspective' is the 
basis of the development of reflective practice. Teachers could construct their own 
perspectives by drawing on their past and present personal and professional experience 
in their social environment and their interaction with people in schools. Through 
extensive reflective dialogues, multidimensional perspectives could be built and that 
could "help teachers comprehend both the immediate and the long-term ethical and 
moral aspects of their work" (Ross, p.40). 
There is a growing consensus that reflection is a developmental process (Hatton and 
Smith，1995; Pultorak, 1993，1996; Yeung, 1996，and Zeichner and Liston, 1996). 
To become reflective student-teachers, one needs to develop a vocabulary for talking, 
writing and thinking about practice as the first siep. Later, student-teachers can 
make use of other public knowledge such as research evidence and academic theories 
or teaching principles to frame classroom practice and its context. 
lii the deveiopmem of reflection, ihe presence of facilitator is very important (Delia, 
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1995). The student-teachers in the present study reflected that tutors or peer-pairs 
could be suitable persons. Jhey could "take more active role in promoting reflection 
by sharing their judgments about practice with others and to subject them to greater 
critical scrutiny，’ (Proctor, p.llO, edited in Calderhead and Gate，1993). 
From the discus^5on in the student-teachers' reflective writing, experience is another 
important element for development of reflection. Gaining experience allows student-
teachers to be familiar with the practical situation as well as building up confidence at 
work (Fuller and Bown, 1975). It may help student-teachers to get rid of personal 
worries about their generic competence or the stress stemming a feeling ofinadequacy 
to teach. 
On the other hand, experience reinforces the development of an expert teachers. As 
Sparks-Langer et al. (1990) described, the mental networks of meaning of experts are 
more complex, deeper and richly connected schemata. When confronted with a 
problem or making a decision, experts can draw on the rich source of previously 
learned patterns and information. Thus an appropriate action or decision can be 
made. However, experience may limit student-teachers' motivation on deliberate 
thought on the situation or the awareness in examining the dilemma of a situation 
(Zeichner and Liston, 1996). 
The researcher also shared the view ofWiIdman et al. (p.l39, edited in Clift, Houston 
and Pugach, 1990) that "reflection does not just happen; rather, it is an active, effortful 
enterprise that arises when certain motivational forces are allowed to operate  
reflection can bc a natural response to day-to-day teaching; as such, it occurs in many 
different contexts and takes different forms with each teacher ”. They agreed 
that much of teachers' knowing about teaching is embedded within their actions, but it 




suggested that, the experts (mentors) could bring inexperienced teachers into the 
reflective process by modeling problem solving and providing judicious feedback. 
# 
They created tasks that were challenging to encourage reflection and believed that 
“through tasks that allowed for practice and immediate feedback, skills important to 
reflective practice could be activated, shaped, and refined (Wildman et al., p. 144)”. 
The researcher had the same belief as Pagach and Johnson (p.l88, edited in Clift, 
Houston and Pugach, 1990) that “complex and more reflective patterns of thinking are 
fostered in socially interactive settings characterized by spoken dialogue between more 
and less skilled individuals. Explicit dialogue as a training technique can provide 
practice for the kinds of internal dialogue that naturally，or intuitively, appear to 
»r 
characterize individuals who ^gage in strategic thinking". They suggested that 
metacognitive training could be applied to the development of reflective thinking for 
teachers. It appeared to have "the potential to bridge the gap between reflection as 
narrow technique (Cruickshank, 1987) and reflection as an overriding moral 
responsibility (Tom, 1984; Zeichner and Liston, 1987) (p.l88, cited in Pagach and 
Johnson, 1990)，，. Clark and Peterson (1986) suggested that the maturing 
professional teacher is one who paid efforts to express her implicit theories and beliefs 
about learners, curriculum, subject matter, and the teacher's role. Shulman (1986, 
p.25), in the discussion of paradigms in the study of teaching, also came to the same 
conclusion that “an important aspect of teaching associates with notions of thought, 
judgement or decision making of the teachers". The investigation of student-
teachers' metacognition that is the cognition of teachers themselves or it just simply 
means "knowing what they know" (Siu, 1992) is suggested for further study in 
understanding student-teachers' level of reflection. 
.f： • 
• - ‘ 
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6.3 Limitation of the study 
# 
To prepare a reflective writing task for eliciting reflection from the student-teachers is 
a difficult task. One limitation of research from written data is the understanding of 
the question asked (Tann, edited in Calderhead and Gates, 1993) . Questions should 
be written clearly, any perplexity will cause invalid to the study. Bilingual 
presentation should be appropriate. The reflective writing task designed in the 
present study which provided various dimensions for the student-teachers to expose 
their current reflection was found to be useful to achieve the purpose. However, 
evidence to show equal understanding on the questions for each student-teacher can 
secure the validity of the findings. In^epth interview for a random selected samples 
for verification is suggested. 
Using written data as a source of finding evidence ofreflection has another limitation. 
It is limited by the variety of writing styles used by the student-teachers. Surface 
linguistic features cannot be used for content analysis (Tann, edited in Calderhead and 
Gates, 1993). For example, in the present study, reasoning is an important criterion 
in identifying the evidence of reflection. The researcher cannot just mark up every 
use of conjunctions, such as "because" and "so" or the use of infinitive verbs and other 
indicators of purpose, such as "in order to”，simply because student-teachers may use a 
variety of writing styles. They may use note form, report form with listed points, or 
full sentences. The searching of key words or counting its frequency is not 
appropriate. Furthermore, writing only reflects the willingness and ability to write, 
and not the ability to think, reason or theorize explicitly (MaLaughlin and Hanifin, 
1994; Tarm, edited in Calderhead and Gates, 1993). The student-teachers may not be 
willing to elaborate their viewpoints. Or they may find it difficult to use a suitable 
word for expression. It may be possible that they cannot express their idea logically 
and clearly in writing. A suitable coding scheme with the specificity for written data 
is necessary (Hatton and Smith, 1992). 
+• • . • • 
The six ref!ective questions designed in the present study might not be broad enough 
to elicit reflection for some student-teachers. And owing to time constraint and the 
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limited effort of one researcher, the study aimed at only the analysis of reflective 
• 
writing task. More fmitfiil .finding could result from study of in-depth interviews. 
•‘ 
6.4 Concluding remarks 
Based on the findings from the present study, the researcher has - the following 
suggestions about teacher education. The student-teachers should develop reflection 
in both reflective thinking and reflective practice. For reflective thinking, suggestions 
for the attitudes of reflection, open-mindedness, whole-heartedness and responsibility, 
by Dewey (1933) are worth fostering. For reflective practice, the cultivation of 
reflective practitioner through framing and reframing student-teachers' appreciation 
system is highly valued for practical training. Student-teachers should encourage to 
be reflective rather than over-emphasizing on the training of teaching competence. 
The researcher suggests the equal importance of the awareness of the development of 
student-teachers' personality including attitudes of reflection, self-motivation for 
inquiry, values on global teaching purpose such as the concern of moral, ethical, social 
and political purpose. Reflection should be made a usual habit for every student-
teacher as they work, ln training programs, tutors or peer-pairs are suitable 
facilitators for eliciting refiection. Teacher training institutes shouid work 
collaboratively with practicing schools so that practicing teachers and classroom 
teachers can be good facilitators for developing reflection of student-teachers as well. 
V , 
In doing so, it is easier to apply theories in practice. 
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Please study the following question carefuI!y, reflect on the content and write not less than 50 
words for each question. Please use a new page for each question. 
•Sf 
• � . 
















Read the following passage: 
"Between about 1960 and 1980 a major change occurred in our schools. 
English medium primary education declined, so that today over 90% of 
children attend Chinese medium primary schools. At the same time Chinese 
medium secondary education declined, so that today about 90% of students 
attend secondary schools which are, or ciaim to be, English medium. Li effect, a 
system which in 1960 had two separate and relatively balanced streams was 
transformed into a system where about 90% of children switched from 
mother-tongue instruction to English medium instruction on entering secondary 
school. This phenomenon was entirely parent-led. Although parents recognised 
that mother-tongue education was preferable, they perceived that avenues to 
further education or careers in business and Government depended greatly on 
English language proficiency. They therefore preferred to send their children 
to English medium secondary schools, believing that this would open doors to a 
successful career. The change did not result from considered education policy." 
(from Education Commission: report of the working group on language 
proficiency, 1994 H.K p.l9) 
The phenomenon described in the passage still exists in the 90's. Please write down your 








Please study the following question carefully, reflect on the content and write not less than 50 





PIeasc answer the following questions as far as possible, 
ln your reccnt experience of teaching practicc, 
(a) Can you think of any person or events that influence your teaching or learning 
life? Please share your experience. 








Please study the following question carefully, reflect on the content and write not less than 50 
words for each question. Please use a new page for each question. 
假設你正任教小學四年班，試寫下你會如何準備一堂主修的科目。 
You are going to prepare a lesson on your major subject for a class of Primary Four. Please 
write down how you would prepare the lesson. 







頁 ° ‘ 
Please study the following question carefully, reflect on the content and write not less than 50 











Read the following passage: 
"At primary level, one alternative approach likely to offer educational and 
language proficiency benefits would be one where the school concentrates for 
the first three years on developing the child's Chinese language proficiency in 
reading, writing, and oral expression in "high" Cantonese. By P4, the child 
would have a sound basis of mother-tougue skills needed for successful academic 
progress, and would be ready to start a three-year course of English as a foreign 
language, while continuing with Chinese language lessons. The aim of the 
three-year English course would be to provide an effective and enjoyable 
cxperiencc of language learning, while at the same time preparing the chiid for 
possible entry to English medium secondary education." (from Education 
Commission: report of the AVorking group on language proficiency, 1994 H.K. 
p.50) 







頁 ° ‘ 
Please study the following question carefully, reflect on the content and write not less than 50 








Pleasc answer thc following questions as far as possible. 
(a) In recent lessons, what did you learn that you considered as most meaningful? 
(b) Can you think of any prior knowledge when you come across the new learning 
mentioned in (a)? 
How did you relate your previous understanding with the new learning? 
(c) Referring to the new learning mentioned in (a), pleasc identify things you have 
found puzzling, confusing, or things you would like to find out more about. 
(d) How would you put the new knowledge into practice? PIcasc give some 
examples. 
— — — — — — — — — r 
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反思寫作題乙： 學號： . 
請細心閱讀以下題目，反思其中內容’並以不少於五十字作答°每題請用新 
頁。 ’ 
Please study the following question carefully, reflect on the content and write not less than 50 
words for each question. Please use a new page for each question. 
假設你是小學四年級某班的班主任，現要安排會見一位學生家長以派發該生 
的成績表，請寫下你會如何準備這次會面。 
Suppose you are a Primary Four Form tcacher and you are going to release the acadcmic report 









Appendix 3 Personal information form { M X ^ ^ ) 
« 
_ 广 ^ 
1. &^ _&»^ 4€»位》政0.(學號): Official use 
2. 861(性別)：• M . • F Code: 
3.八§6(年齡) ： ： 
4. Status(®®KM): • Single • Married • Others  
5. Educational [6¥6丨(教育程度)： [ , 
Highest academic level obtained in secondary school: 
• F.5 science G F.5 art Q F.5 commcrce 
• F.6 science • F.6 art • F.6 commerce 
• F.7 science • F.7 art • F.7 commerce 
6. Highest education 3扰珏1"0{1(獲最高學歷)： 
6.1 Q College of Education 
Dl University 
• Others  
6.2 Main subjects taken at Colleges of education: 
Major:  
Minor:  
6.3 Main subjects taken at University: 
Major:  
Minor:  
7. Previous professional training(過往專業訓練)： 
7.1 in Colleges of education: 
Q 2-years course Q 3-years course Q Other:  
7.2 in other profession: �  
8. Teaching experience(i^^^l^): 
8.1 Full time: Number ofyears: • 0 • 1 • 2 • 3 • years 
8.2 Part time(incIuding as a substitute teacher): months or years 
8.3 Type of schooI:(aIlow more than onc choice) 
Q Kindergarten Q Private primary school 
Q Private secondary school Q Subsidized primary school 
Q Subsidized secondary school 0 Government primary school 
• Government secondary school 0 Special school 




Appendix 4 Coding scheme on levels of reflection 
« 
Criteria for the recognition of evidence for different types of reflective writing from Hatton 
and Smith(1992, 1995) . 
(1) Technical reflection: 
- Not reflective. 
- Description of events that occurred / report ofliterature. 
- No attempt to provide reasons / justifications for events. 
Guidelines: 
not address to the question asked 
only simply described events 
no stand point nor direction 
lack of flow of idea 
no support for all suggested possibilities 
Examples: 
'...use cantonese in Chinese subjects...': only stated out the fact without any reasoning 
'...we can't change the present situation...': presented in a withdrawal manner and 
provided no constructive ideas nor explanations 
(2) Descriptive reflection: 
- Reflective, not only a description of events but some attempt to provide reason/ 
justification for events for actions, in a reportive or descriptive way; e.g., 'I chose 
this problem solving activity because I believe that students should be active rather 
than passive learners'. 
- Recognition of alternative viewpoints in the research and literature which are 
reported, e.g. 'Tyler (1949), because of the assumptions on which his approach rests 
suggests that the curriculum process should begin with objectives. Yinger (1979), 
on the other hand argues that the 'task' is the starting point� 
Guidelines: 
described the events with simple reasoning, in a discrete manner, weak evidence, not in a 
systematic way in analysis 
with weak stand points 
focusing on one to two evidence without elaboration 
Examples: 
'...I won't consider so called "prospect" but focus on its successfulness...': over subjective 
but with simple reasoning 
'...because of...therefore it is easier to express themselves using mother tongue....': explain 
with simple reasoning 
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(3) Dialogic reflection ‘ 
- Demonstrates a 'stepping back' from the events/ actions leading to a different level of 
mulling about, discpurse with self and exploring the experience, events and actions 
using qualities ofjudgement and possible alternatives for explaining and 
hypothesising. 
- Such reflection is analytical or/ and integrative of factors and perspectives; and may 
recognise inconsistencies in attempting to provide rationales and critique; e.g., 'While 
I had planned to use mainly written text materials I became aware very quickly that a 
number ofstudents did not respond to these. Thinking about this now may have 
been several reasons for this. A number of the students，while reasonably proficient 
in English, even though they had been NESB learners, may still have lacked some 
confidence in handling the level oflanguage in the text. Alternatively a number of 
students may be visual and tactile learners. In any case I found that I had to employ 
more concrete activities in my teaching.' 
Guidelines: 
firm stand points 
with multiple alternatives or reasoning 
presented in a systematic manner 
learn from experience 
Examples: 
|...I agree _in the past... Recently— I would like to address_': describe in a systematic 
way with multiple reasoning 
: . w e should agree that..from different points of view...knowing its causes': considered in 
multiple reasoning 
(4) Critical reflection 
_ Demonstrates an awareness that actions and events are not only located in, and 
explicable by, reference to multiple perspectives but are located in, and influenced 
by, multiple historical, and socio-political contexts; e.g., 'What must be recognised, 
however, is that the issues of student management experienced with this class can 
only be understood within the wider structural locations of power relationships 
established between teachers and students in schools as social institutions based upon 
the principle of control'. 
Guidelines： 
not only provide suggestions but withjustifications of the problems formulation from 
history, socio-political situations. 
Examples: 
'...I don't complete agree with that.. In Hong Kong..l997 ...besides... On the other 
hand... The advantages of.': address the problem from different aspects such as socio-
political situations. 
' � W e can investigate the problem from the following three aspects...the reasons of...': 
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